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ABSTRACT
Teachers are confronted with many obstacles when learning to be the best teacher they
can for their students. Teachers face challenges such as working with introverted students,
developing activities that are fruitful and sustainable for varying students, and keeping students
all focused on the goal of learning (Tasgin & Tunc, 2018). However, the authenticity of an
instructor, while being researched in college and counseling settings, has not been sufficiently
examined in high school settings. The authenticity of the instructor is a motivating factor for
students at the college level (Kreber & Klampfleitner, 2013; Kreber & Klampfleitner, 2012;
Kreber et al., 2010; Ramezanzadeh et al., 2016a, 2016b). Therefore, this mixed-methods study
aims to explore secondary teacher authenticity, specifically inside high school classrooms
(Bayır-Toper et al., 2020; Kreber & Klampfleitner, 2013; Kreber & Klampfleitner, 2012; Kreber
et al., 2010; Ramezanzadeh et al., 2016a, 2016b). Surveys will be administered to teachers, select
teachers will be interviewed, and thematic analysis will be conducted.
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This work is dedicated to helping everyone who understands the power of teaching, the
experience of learning, and being true to yourself as the strongest power to see the desired
change in the world.
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CHAPTER ONE: INTRODUCTION
Background
Teaching high school has been the most rewarding and challenging experience I have
ever endeavored to master in my adult life. Through the first decade of my career, I have worked
with over 1,750 students. Each one of those students is unique, and my teaching is tailored to
meet those individual needs. Although students often have related interests and hobbies which
allows them to form relationships with each other, the fundamental factor remains that each year,
I must form new connections with incoming students. Through this, I can enter my students’
worlds for a brief time and help them learn concepts and new ideas I am teaching in my
classroom, whether it be the tone of Romeo’s voice in Romeo & Juliet in my English I Honors
classes, the significance of the character Caesar in Julius Caesar in my English II Honors class,
or what Broca’s area of the brain does in my AP® Psychology classes. Much like Atticus Finch, I
must “walk around awhile” in my student’s shoes to build relationships in my classroom, to
ensure the students trust me as their educator, to lead them down a path yielding success, and to
motivate them to do their best in my class.
Each year, I have discussions with my students about what keeps them motivated to come
to class, try their hardest, and do well in school. My students consistently tell me if they can trust
their teacher and can ask questions, they feel more comfortable in the classroom. Students
appreciate when their teacher is not being “fake” with them, and they are more apt to stay
motivated in that teacher’s class. I do my best to make sure each one of my students gets some
individual attention at some point in the school year, so they understand I am not “fake.”
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Equipping teachers with the necessary tools to facilitate the success of their students is
crucial. Research on college students supports my professional observations that teacher
authenticity is an essential yet often overlooked means of facilitating student success in schools.
At the college level, the relationship students have with their professors shows positive outcomes
such as a stronger student-professor relationship, and students feel they glean more information
from their respective courses (Kreber & Klampfleitner, 2013; Kreber & Klampfleitner, 2012;
Kreber et al., 2010; Ramezanzadeh et al., 2016; Tibbs et al., 2016). Students feel more confident
in the future asking for letters of recommendation or possible course recommendations from
perceived authentic professors due to the professor being authentic and engaging in their courses
(Kreber & Klampfleitner, 2013; Kreber & Klampfleitner, 2012; Kreber et al., 2010). In
understanding what authentic instruction entails, qualities such as being sincere, honest, and
“true to oneself” were deemed important to students (Kreber & Klampfleitner, 2013; Kreber &
Klampfleitner, 2012; Kreber et al., 2010; Wood et al., 2008). Furthermore, professors caring for
the subject being taught, the students being instructed, and the engagement of students in the
learning process were all deemed crucial regarding a positive student-professor relationship
(Kreber & Klampfleitner, 2013; Kreber & Klampfleitner, 2012; Kreber et al., 2010; Wood et al.,
2008). Johnson & Labelle (2017) claim that educators can attain authenticity through critical
reflection, self-knowledge, care for students as well as their subject, and overall genuine interest
in discussing their subject matter with their students. Conversely, inauthentic professors were
described as unapproachable and dispassionate, leaving students feeling bewildered and lost
inside these educators’ classrooms (Johnson & Labelle, 2017). Even though authentic qualities
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are present in many high school teachers, a paucity of research exists that explores a unified
definition of authenticity as it relates to secondary educators.
In addition to being a high school teacher, I am also a Licensed Mental Health Counselor
with the state of Florida. Among the many concepts, strategies, and tools I learned from my
program in clinical mental health counseling, one thing that I have never forgotten and bring
with me when I meet clients, as well as work with my students, is the essence of being fully
present and living in the “here and now.” Being present with your client, fully attuned to their
needs, and understanding what they are seeking from counseling proves crucial in building a
strong client-therapist relationship. This quality has been researched in many studies and is
linked to the therapist being authentic in their presentation with their clients (Schnellbacher &
Leijssen, 2008). Being authentic with your client does not mean being superficially happy or
presenting a “front,” but rather being genuine and honest with where you are in your present
state; this helps the client be “felt” by the therapist, further building a strong client-therapist
relationship (Dion & Gray, 2014). Self-exploration, self-awareness, and self-acceptance are
deemed crucial components to a counselor’s authenticity with clients, so for counselors in
training, a program that encourages authenticity helps the counselor develop into a fully
functioning therapist, with their true and genuine self at the heart of their counseling philosophy
(Burk & Robbins, 2011). One study found that when interviewing candidates for a college
professor position in counselor education, terms such as “genuine, real, true, and authentic” were
mentioned by all nine candidates who were interviewing for the potential position (Cartwright,
Avent-Harris, Beck Munsey, & Lloyd-Hazlett, 2018). Therefore, it is understood by the
counseling community that authenticity of their instructors in their programs that train future
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counselors is valued and desired (Cartwright et. al., 2018). Among concepts and strategies taught
inside counselor education programs, authenticity is infused throughout programs to ensure that
counselors who will constantly reflect on their goals of helping support other humans and be a
role model individually (Jungers & Grégoire, 2016). Understanding how important authenticity
is for a counselor to uphold in their profession and considering that counselors and educators
often are labeled as helping professions, finding that authenticity in education has garnered
minimal research and demand in today’s educational climate is truly surprising.

Statement of Problem
Understanding and learning about the many different interpretations of authenticity as it
pertains to education and mental health counselors only recently started appearing in research
(Johnson & Labelle, 2017; Kreber & Klampfleitner, 2013; Kreber & Klampfleitner, 2012;
Kreber et al., 2010; Ramezanzadeh et al., 2016). Counselors who are authentic with their clients
yield much stronger relationships, as do higher education professors who exhibit authentic
relationships with their students (Dion & Gray, 2014; Kreber & Klampfleitner, 2013; Kreber &
Klampfleitner, 2012; Kreber et al., 2010; Ramezanzadeh et al., 2016; Schnellbacher & Leijssen,
2008; Tibbs et al., 2016; Wilkins, 2014). Authenticity has many interpretations in current
research; therefore, this Dissertation in Practice will examine the similarities in the literature
between authenticity of educators and authenticity of mental health counselors, with the research
study aiding helping understand teachers’ perceptions more closely of secondary teacher
authenticity. Then, I will examine high school teachers’ perceptions of authenticity.
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For this Dissertation in Practice, I will be studying teachers within John & Lee public
schools, a pseudonym for a public school system in the southern United States, to collect the
data. It is important to use a high school setting because this setting is the final setting a young
person experiences before walking into adulthood. Making this experience as fruitful and
rewarding as possible is crucial to success for the young person; therefore, it is essential to
understand if secondary teacher authenticity is a possible construct that can help keep students
motivated in the classroom. Teachers also benefit from this research because a stronger studentteacher relationship allows the teacher to feel more efficacious and more of a “teacher leader”
among their peers; they use current research, understand, and utilize best practices, and call to
others in the profession through their energy to do the same (Farmer, 2018; Furrer et al., 2014).
Therefore, both the student and teacher benefit from the relationship through learning more about
each other and fostering each other’s growth, in addition to the student feeling connected to the
learning relationship and therefore motivated to stay in class (Furrer et al., 2014; Yu et al., 2014).

Organizational Context
For this Dissertation in Practice, I will use a public-school system as the education
setting. This school system, which will be referred to as the pseudonym John & Lee Public
Schools, is the twelfth largest school district in the state of Florida and 60th largest in the nation.
John & Lee Public Schools educates over 67,000 students and employs over 10,000 employees,
with the district widely recognized as a Premier National School District. John & Lee Public
Schools has been graded an “A” district 18 out of the 19-year history of the Florida Department
of Education grading system for school districts and has a mission of ensuring all students
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acquire the skills, knowledge, and attitudes to be productive citizens. Though this school system
is an “A” district, this calculation is based on numerical data such as test scores and evaluation
scores of educators; this ranking is not calculated through satisfaction surveys or data related to
student-teacher relationship satisfaction. Through discussions with teachers at many of the high
schools in the district, topics such as how to keep students engaged currently dominate
discussions, making this parallel to research articles related to authenticity and the studentteacher relationship (Furrer et al., 2014; Lepper et al., 2005; Yu et al., 2018).

Positionality
My role within the district is that of a high school teacher. I intend to use the high school
I am teaching in along with one other high school inside the district to gather data in exploring
the problem of practice. All the schools within the John & Lee public-school system vary in size,
demographics, socioeconomic status of the students and families, ELL students, and the number
of students with disabilities. The two schools, which for this study will be titled School A and
School B, both vary in these capacities and students they serve to aid in providing a fair sample
for the research conducted in this dissertation.

Conceptual Framework
To help understand what motivates both teachers and students in the classroom, as well
as how teacher authenticity is related to student motivation, Self-Determination Theory and
research on student-teacher relationships compose the conceptual framework of this study.
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Self-Determination Theory
Self-Determination Theory branches from a long line of research on extrinsic and
intrinsic rewards for motivating people (Deci et al., 1999; Deci & Ryan, 2008). Deci & Ryan
(2008) claimed that motivation is either controlled or autonomous. Controlled motivation
consists primarily of extrinsic factors such as avoiding being shamed, a constant need for
approval and ego involvement, and external regulation, meaning the behavior is a function-based
system of rewards and punishments (Deci & Ryan, 2008). Conversely, autonomous motivation
pertains to intrinsic motivational strategies that involve the person attaching a value to a task and
therefore integrating it into their view of themselves (Deci & Ryan, 2008). Nevertheless,
research indicates that intrinsic motivation for students starts to decline early in their educational
career; research also illustrates how important of a role a student being motivated has on their
education (Gnambs & Hanfstingl, 2015; Lepper et al., 2005). Research on self-determination
theory in education provides substantial evidence that connects how students are motivated
through principles explained primarily through the specific topics of controlled and autonomous
motivation (Carr, 2019; Deci & Ryan, 2008) Controlled motivation is understood as motivation
that consists of external rewards or punishments, with behavior often dictated by the severity and
frequency of the reward or punishment (Deci & Ryan, 2008). Autonomous motivation is
understood as also having some external rewards or punishments present, but rather the actual
value of the activity is taken into great consideration as to if the activity will be carried out or not
(Carr, 2019; Deci & Ryan, 2008). Although multiple variations of motivation exist in selfdetermination theory, one commonality among them all is the need for authenticity to allow the
individual to be motivated. Authenticity entails characteristics such as someone being genuine,
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being true to oneself, and overall honesty, which when motivating an individual is essential in
feeling connected to the person who is attempting to motivate the individual (Kreber &
Klampfleitner, 2013; Kreber & Klampfleitner, 2012; Kreber et al., 2010; Wood et al., 2008).
Motivation however is only one component of understanding self-determination theory.
Self-determination theory entails three key components which are autonomy,
competence, and relatedness. Autonomy within self-determination theory involves the idea that
the individual is their own controller over their events in their life, with the understanding that
they hold the power to their freedom of thought and internal will and desire (Deci & Ryan, 2012;
Deci & Ryan, 2008). This idea is important to utilizing this theory in that an individual has the
capability and therefore right to think for themselves and make decisions based on their own
thought processes. Competence within self-determination theory involves the idea that the
individual wants to control their outcome and through experiencing positive feedback, will feel
as though they are knowledgeable on a subject or task (Deci & Ryan, 2012; Deci & Ryan, 2008).
This idea is important to utilizing this theory in that the individual who is motivating someone
should feel efficacious in their craft and their ability to actually motivate an individual. Most
importantly however is the third and final idea of self-determination theory which is relatedness
(Deci & Ryan, 2012). Relatedness ties directly into studying authenticity for teachers because
relatedness is the idea that people are motivated through connection with others, meaning
interacting and caring for others though meaningful experiences (Carr, 2019; Deci & Ryan,
2012; Deci & Ryan, 2008). People appreciate feeling as though they are attached or belong to a
larger group (Carr, 2019; Deci & Ryan, 2012; Deci & Ryan, 2008). Furthermore, when
discussing relatedness, students feel as though they belong to the teacher in the classroom and
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are a part of the group; this can foster real change that takes place inside the classroom when a
caring student-teacher relationship is in development (Carr, 2019; Deci & Ryan, 2008). Because
secondary age students show a decline in motivation for education due to their needs for
autonomy, competence, and relatedness not being met, as well as wanting to be included and felt
as though they are being related to, I am interested in relating teacher authenticity to selfdetermination theory, which is the curiosity that fuels this research study (Deci & Ryan, 2012;
Deci & Ryan, 2008; Deci et al., 1999; Gnambs & Hanfstingl, 2015; Irvine, 2018).

Student-Teacher Relationships
Student-teacher relationships formed while students are in secondary grades are
important to various components of the student experience, including student functioning,
student success, and student achievement (Scales et al., 2019). However, the strongest element
within student-teacher relationships is the engagement that occurs between students and teachers,
especially in the secondary grades (Scales et al., 2019). Schools that focus primarily on
strengthening student-teacher relationships have students that are more motivated to engage at
school and show stronger performance in their academic endeavors (Scales et al., 2019).
Furthermore, research shows that teachers who were knowledgeable about their content and
confident in their teaching ability tended to form stronger student-teacher relationships, and
therefore were able to motivate their students more in the classroom (Farmer, 2018). This could
explain why teacher authenticity is more important in secondary education rather than in primary
education, as well as why it is so heavily researched already in the college setting (De Bruyckere
& Kirschner, 2017; Johnson & Labelle, 2017; Kang, 2013; Kreber & Klampfleitner, 2012;
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Kreber et al., 2010; Scales, et al., 2020; Tibbs et al., 2016; Wang & Eccles, 2011; Yeager et al.,
2014).

Purpose of Study
The purpose of this mixed methods study is to explore the topic of authenticity through
teacher perceptions and thus creating a clearer idea of teacher authenticity for secondary
education teachers. Exploration through both quantitative survey responses and qualitative
interviews will help identify key components of teacher authenticity, thus assisting in forming a
clear and concise definition of teacher authenticity. Through this exploration, a better
understanding of authenticity may yield future research about its significance in the secondary
education classroom. This new knowledge can further be used to possibly increase student
engagement and motivation and further create a stronger student-teacher relationship.

Significance of Study
Understanding teacher authenticity may help advance forming a clearer idea for teacher
authenticity. Once a clearer understanding is discovered through this research, this could aid in
creating professional development trainings to help teachers learn more about authenticity and
being authentic in front of their students. This could also help administrators with hiring new
teachers to a school and give administrators a new tool to work with teachers who currently are
seeking guidance on wanting to learn new ways of working with their students in the classroom.
In addition, professional development training for teachers can be created in helping
other teachers understand its clearer definition and significance. Furthermore, administrators may
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use this research to work with new teachers in understanding what secondary teacher authenticity
is and how it could benefit their relationships with their students.

Research Questions
The research questions that will address this Dissertation in Practice are:
1. Do teachers perceive themselves as authentic; if so, is teacher authenticity related to
teacher demographics?
2. What are high school teachers’ perceptions of what it means to be authentic with their
students?
3. What do teachers view as obstacles being authentic in the profession?
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CHAPTER TWO: LITERATURE REVIEW
Introduction
Throughout my experience as a secondary education teacher, one goal I set for myself is
to never be uncomfortable with my students due to pretending to be someone that I am not.
Investigation of many topics in secondary educational settings concerning teachers’ most
important traits is not a new topic in education research. However, limited research exists
pertaining to a clear definition of secondary teacher authenticity. Many other areas such as
mental health counseling and higher education offer more specific and clear information about
authenticity specific to their jobs, which helps these professionals better understand their
respective roles (Johnson & Labelle 2017; Kreber & Klampfleitner, 2013; Kreber &
Klampfleitner, 2012; Kreber et al., 2010; Kreber et al., 2007; Ramezanzadeh et al., 2016a;
Ramezanzadeh et al., 2016b).
In this literature review, I will look at the history of the word authenticity and its origins,
leading up to its present-day definition and understanding. Further, I review the concept of
authenticity inside mental health counseling, higher education, and student-teacher relationships.
Finally, I include research that pertains to authenticity of teachers in general, followed by
secondary teacher authenticity which relates to this dissertation. I aim to show the connection
between these topics and their purpose for being examined, as well as illustrate the gaps in the
present literature, thus showing the need for this study.
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Authenticity Definition
In looking at where the word authenticity originated, according to the Oxford Dictionary
of English, origins trace back to late Middle English through old French, as well as late Latin
(Stevenson, 2010). The word “authenticus” used in Latin and the word “authentikos” from the
Greek both translated back then as being original or having firsthand authority (Stevenson,
2010). During the fourteenth century, the word “authentic” entered the English language as a
word that held those meanings as being original or having firsthand authority over oneself
(Thompson, 2015). Though people do not truly understand how the word authenticity came into
a part of the common language spoken in English, people talk about authenticity as being true to
oneself in everyday conversation (Thompson, 2015). Though mainly seen as positive, this was
not always the case for the word and concept of authenticity.

History of the term “Authenticity”
Flash back to the 1980’s. A large movement centering around personal development and
the understanding of how someone can develop better self-esteem became prominent in research
and in common practice (Thompson, 2015). Various positive outcomes rose out of this
movement. People were under the impression that their own social, academic, and even mental
health problems could be solved by learning to view themselves in a more positive light through
increased self-esteem (Thompson, 2015). Understanding that higher self-esteem developed
through personal growth was essential to this movement; people were not so much doing good
for themselves, but more so feeling good about themselves (Barry et al., 2011; Hotchkiss, 2002).
However, not all these developments from this movement proved positive. People became
13

somewhat entitled and developed a sense of inner superiority due to their perception of feeling
good about themselves superficially (Barry et al., 2011; Hotchkiss, 2002). Because of this,
narcissism has risen drastically over the past 30 years and much of the research involving selfesteem has been brought into question. This has resulted in research of personal growth being
viewed more negatively than positively (Barry et al., 2011; Hotchkiss, 2002; Thompson, 2015).
Furthermore, the debate of how a person can have a self-love or a self-hate relationship has been
debated among researchers (Thompson, 2015).
Researchers in philosophical and educational fields hold differing viewpoints on
authenticity as well (Thompson, 2015). Both fields of researchers agree that there should be
closer examination on what authenticity is (Thompson, 2015). The main reason for the debate
lies in the understanding that although self-care and self-love can be quite positive and help
individuals immensely, both favorable and unfavorable reactions to this development always
occur (Thompson, 2015). Though Thompson argues this viewpoint, other researchers do not
agree, with some saying that authenticity is nothing more than an individual’s explanation of
their own self-absorption, entitlement, and overall narcissistic behavior (Barry et al., 2011).
Other researchers argue that the idea of authenticity surrounds the idea that someone is driven by
their innate need for attention (Barry et al., 2011). More commonly when a person is developing
their sense of identity, this is not seen as synonymous with personal freedom and a person’s selfexploration. Therefore, other parts of a person are often left unexplored (Cranton & Carusetta,
2004; Thompson, 2015). The unexplored elements of a person often cause confusion and chaos
within a person (Barry et al., 2011; Thompson, 2015). Though the self-exploration process is
chaotic while one learns who they are through experiences of tension and alignments of

14

understanding as to who they are, the process proves fruitful (Thompson, 2015). Self-exploration
and self-acceptance are developed within and illustrated by a person’s ability to connect with
others (Thompson, 2015). They connect with others easily because they have experienced
periods of tension that they can see others going through (Thompson, 2015). They can
understand the value of being true to themselves and in turn connect with the person (Thompson,
2015).
Researchers have however been able to develop general and broad working definitions of
what the term authenticity means. Authenticity in modern day literature is often understood as a
fluid term (Carter, 2019). Metaphorically speaking, authenticity imitates an aura or feeling that
someone possesses (Carter, 2019). People are often moved by experiences; in turn, people then
want to recreate experiences that allow for us to recreate the sensation we felt previously (Carter,
2019). Present day definitions often relate authenticity to ideas of self-alignment or selfunderstanding and having a true sense of self (Thompson, 2015).
Researchers express various opinions regarding what authenticity means in present day
context. Many disciplines adopt their own specific explanation of how authenticity is used.
Researchers study the effects of authenticity in mental health counseling relationships,
professors’ relationships with their students in higher education settings, and even specifically
with teachers’ and their relationships with their students in secondary education settings.
However, one common element remains a mystery that essentially became the driving force
behind this dissertation project: understanding how to clearly describe teacher authenticity.
Understanding what researchers in other disciplines say about authenticity is crucial in
understanding the reasoning behind this research.
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Counselor Authenticity
Mental health counselors understand and practice authenticity regularly as part of their
craft in being an effective professional. In May of 2012, I graduated with my Master of Arts
degree in Clinical Mental Health Counseling and in January of 2020, I earned the credentials to
claim the title of Licensed Mental Health Counselor (LMHC) in the state of Florida. While in
school to become a counselor, I participated in many experiences, trainings, and classroom
projects that allowed me to learn all about the different concerns people can bring into sessions
and how you can best work with them. Through these events, one overarching concept
dominated our discussions that I soon learned was also shown to be highly important in the
client-therapist relationship. This concept was the authenticity of the therapist.
Although authenticity has roots primarily in literature and philosophy, only in the past ten
to fifteen years have researchers attempted to empirically study this concept in relation to mental
health counseling (Burks & Robbins, 2011). Self-exploration, self-awareness, and selfacceptance are key to attaining authenticity (Burks & Robbins, 2011). Barks and Robbins (2011)
claim that people who are authentic possess the ability to create their own self-authority. People
who are authentic do not feel pressure to conform, but rather escape from societal authority
(Burks & Robbins, 2011). In their study, researchers gathered views on authenticity and other
related elements from seventeen doctoral-level psychologists (Burks & Robbins, 2011). They
identified five themes that most participants agreed were related to authenticity. The first theme
identified states that a counselor’s psychological mindedness, meaning the idea that they are a
professional in the mental health field, may facilitate in some authentic relationships. However,
someone identified as a psychologist could hinder the possible relationships or encounters a
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person could have, whether the relationship or encounter is casual or professional (Burks &
Robbins, 2011). This means that in some instances, revealing your credentials or title could work
against you rather than for you in forming a new relationship with a potential client (Burks &
Robbins, 2011). The second theme to emerge states that authenticity is not something that is a
clear yes or no that someone holds, but rather an element that occurs on a spectrum depending on
the situation a person is in (Burks & Robbins, 2011). This reveals that depending on the situation
and role, a person can in ways control how authentic they are presenting themselves. The third
theme to emerge states that authenticity is influenced by unique qualities that are specific to that
individual, such as gender, culture, involvement within a major group (such as the GLBT
community), or spirituality (Burks & Robbins, 2011). For example, a male therapist may feel the
need to put on a specific image when adopting a new role, such as dressing a certain way or
talking in a manner that is associated with their new role. This idea fosters the sociocultural ideal
that men are not allowed to be open and trustworthy, which therefore hinders men in becoming
or even appearing to be authentic (Burks & Robbins, 2011). The fourth theme discovered states
that how one moves towards being authentic starts with an internal and on-going process of selfexploration, self-awareness, and self-acceptance (Burks & Robbins, 2011). Participants
summarized this by stating that “finding your authenticity (level) is hard work…because it’s
daily awareness, which most of us aren’t good at” (Burks & Robbins, 2011, p. 357). The final
theme to emerge states that when external evaluations, education, and interpersonal learning
experiences occur, this can help supplement and strengthen the internal self-exploration and
awareness that the person is doing (Burks & Robbins, 2011). When a person can learn how they
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are being perceived by another person, this can be pivotal in helping someone learn about
themselves from an outsider’s point of view (Burks & Robbins, 2011).
Burks & Robbins continued their research with a new set of participants in 2012 for
replication purposes. The researchers found similar themes within the answers of their
participants, though this time, eleven more specific themes emerged from their data collection,
with each theme being part of a larger category overall (Burks & Robbins, 2012). The first set of
themes lies under Conceptualization of Authenticity; these themes are 1. A matching of one’s
inner thoughts, beliefs, and feeling with outer presentation and behaviors, 2. A transitory and
ever-evolving process, 3. Nonverbal and relationally contextual, and 4. Selective transparency
(Burks & Robbins, 2012). Summarizing these themes shows that authenticity is a process that is
always ongoing and changing and requires constant evaluation of oneself to be accurate (Burks
& Robbins, 2012). The second set of themes lies under Authenticity in the Therapeutic
Relationship; these themes are 5. A reciprocal and circular process involving emotionality,
realness, and honesty, 6. Creating a safe, accepting atmosphere for authentic exploration, and 7.
Self-disclosure and vulnerability (Burks & Robbins, 2012). Summarizing these themes shows the
idea that inside a therapeutic relationship, both client and therapist must feel safe and allow
themselves to be vulnerable for true therapeutic work to be completed (Burks & Robbins, 2012).
The third and final set of themes lies under Inauthenticity in the Therapeutic Relationship; these
themes are 8. Skillfully evaluating inauthenticity, 9. Exploring inauthenticity individually,
mutually with the client, and externally, 10. Therapist level of expressed authenticity dependent
on the client, and 11. Effects of inauthenticity on therapy work and the therapist (Burks &
Robbins, 2012). Summarizing these themes shows the idea that not only is authenticity the
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responsibility of the therapist, but the level of inauthenticity displayed by either the therapist or
client can cause harm to the psychological well-being of both the therapist and the client (Burks
& Robbins, 2012). With this research, it is understood that being authentic in a therapeutic
relationship is crucial in executing superior counseling work and could possibly be transferred
into an authentic classroom setting with teachers and students.
Adults and children are well equipped to indicate if someone they are working with is
being authentic with them (Dion & Gray, 2014). In one study, researchers explored the idea that
play therapists who are authentic in their expression during play therapy with their young clients
could yield more significant gains with their clients (Dion & Gray, 2014). Even if the therapist is
possibly not having the best day or is seen as less than positive, the therapist is being congruent
in their current feelings, which for clients aligns with them seeing their therapist as being
authentic (Dion & Gray, 2014). With this knowledge, they explored these ideas and concepts
with therapists and their respective clients. A checklist with variables that included authentic
expression/behavioral responses was used to indicate authentic interactions between the client
and therapist. Some items on the checklist included things such as “make joke,” “care-take
therapist,” and “tell therapist feelings/body sensations are wrong.” These responses were all
indicated by researchers who had previously conducted the experiment and had reviewed the
sessions content (Dion & Gray, 2014). With these sessions, observations from the survey were
taken over a series of three to six sessions (Dion & Gray, 2014). Results from these sessions
indicated that as the therapist and client built a seemingly authentic relationship as evidenced by
checkmarks on the survey, the clients were more comfortable in their expression and statements
with their respective therapist (Dion & Gray, 2014). This allowed the client to feel understood
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and heard by the therapist; therefore, an authentic relationship had been formed between
therapist and client over an average of 3.6 sessions (Dion & Gray, 2014). With this research in
mind, students and teachers could possibly build an authentic relationship over a matter of class
periods in the same manner as children and therapists do in sessions met together.
Authenticity holds roots in psychoanalytic theory, which is one of the first theories used
in psychotherapy and practice in psychology (Goldstein & Suzuki, 2015). In psychoanalytic
theory, this means a therapist does not attempt to figure out the reaction a client will have. The
therapist rather responds with honesty, even if what the client is mentioning might not be clear at
the time of the response (Goldstein & Suzuki, 2015). This may be why there is an overlap with
literature concerning therapist self-disclosure and therapist authenticity (Goldstein & Suzuki,
2015). They discuss in their findings that although therapist self-disclosure is something lauded
upon in forming a genuine relationship with the client, the more unplanned forms of selfdisclosure are valued more. These are sometimes referred to as “disclosures of immediacy,”
revealing what therapists call the “here and now” element at its finest, which help form a more
authentic relationship with the client (Goldstein & Suzuki, 2015, p. 453). This element of
authenticity with such short but effective statements can occur when the teacher makes such
statements in the classroom, which can often be positive indicators of trust and bonding between
teacher and student in the classroom.
In another study, researchers further dissect this construct of authenticity with regards to
client-therapist relationships and help reveal a few key elements as to why authenticity is so
important (Jungers & Grégoire, 2016). When counselors practice authenticity, they reflect on
their work as a mission to support the client’s worth and dignity (Jungers & Grégoire, 2016).
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They are personally invested in helping the client on their mission and are not using the idea that
because they are a member of a group of professionals, they are required to feel this way
(Jungers & Grégoire, 2016). One observation indicated that authenticity is a constant process of
becoming, and the process itself is never complete (Jungers & Grégoire, 2016). This helps
explain why there are not fixed or determinant properties to one’s authenticity, but it is rather
governed by the possibilities that one is capable (Jungers & Grégoire, 2016). The researchers
adamantly relay the message that the most powerful presence a person can hold is embracing
their potential and act with authenticity to their potential (Jungers & Grégoire, 2016). People
should understand the limited nature of authenticity’s existence while still feeling the freedom to
explore the different sides authenticity (Jungers & Grégoire, 2016). In the therapeutic
relationship, this is essential when working with clients because forming the close relationship
allows for true change to take place for the client. Relating this to teachers, when teachers create
challenging yet authentic lessons for students to engage in, the reward is both for the students
and the teachers. Using what is true and genuine to them for their respective subject and interests
could yield authentic lessons for students that could vastly improve how teachers engage with
students every day, just as therapists engage with their clients.
In another study, researchers discuss how in therapeutic relationships, when utilizing
person-centered and experiential therapies, the authentic component is a crucial part of the
process for healing and personality change in the client (Schnellbacher & Leijssen, 2008).
Looking through the eyes of the client for their research, the researchers aimed to learn about
how the client experiences such authenticity and genuineness in the therapeutic relationship due
to little empirical knowledge at the present time (Schnellbacher & Leijssen, 2008). Topics such
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as self-disclosure, personal presence, and genuineness were discussed as key elements used in
person-centered and experiential therapies to help understand the client’s experience of
authenticity (Schnellbacher & Leijssen, 2008). For this study, six female clients were selected,
and their therapeutic process was documented over a period of six months (Schnellbacher &
Leijssen, 2008). Clients came to therapy with a variety of conditions or concerns such as loss,
sexual or physical abuse, or family conflicts so findings could be related to multiple counseling
scenarios (Schnellbacher & Leijssen, 2008). The primary researcher conducted an interview and
debriefed with participants. The researcher then contacted the participant’s therapist to ask for
context regarding their respective therapy sessions (Schnellbacher & Leijssen, 2008). Within the
results, it was discovered that all six clients experienced the therapist’s attitude of acceptance as
their most helpful element to the therapeutic process, with acceptance for this study understood
to be an “open and receptive attitude towards the client” (Schnellbacher & Leijssen, 2008, p.
216). However, data also suggested that five out of the six clients gleaned a significant impact
from their therapeutic relationships formed with their respective therapists due to genuineness
(Schnellbacher & Leijssen, 2008). Therefore, authenticity in the form of genuineness was proven
to be powerful in helping clients heal and experience personality change (Schnellbacher &
Leijssen, 2008). This could only have been achieved through strong communication and genuine
interaction with the clients (Schnellbacher & Leijssen, 2008). Understanding this concept and
relating it to relationships with students and teachers could possibly result in teachers earning
more trust from their students and yielding stronger learning gains from their students should
authenticity through genuineness be applied.
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Counselors who practice authenticity demonstrate honesty with their clients, form close
relationship through rapport building, are open to self-disclosure, and are fully present with their
clients. Teachers can utilize these elements with students in their classrooms, which possibly
could aid in stronger relationships with their students. However, this study pertains to
specifically secondary teachers and not for teachers of younger grades for various reasons.

Secondary Teacher Authenticity
While it seems obvious that teacher authenticity should be discussed in K-12 research,
understanding why this research is for secondary teacher authenticity and not overall teacher
authenticity is important. Although K-12 teachers practice many similar traits such as classroom
management, organizational abilities, and lesson planning, these elements are done differently
between the elementary school years and the high school years. Secondary teachers, specifically
high school teachers, often do not teach multiple subjects, but are rather experts in one area.
Students move from teacher to teacher learning about one specific subject with an educator who
is an expert in that specific subject. This in of itself differentiates the high school classroom from
the elementary school classroom. What also differentiates the classrooms are the students who sit
in them. Common knowledge for many years, elementary students cognitively speaking are not
at the same level as high school students (Malerstein & Ahern, 1979). High school students have
higher order thinking skills, allowing them to relate to a teacher and other adults on many other
levels that elementary school students just are not capable of (Malerstein & Ahern, 1979). Also,
high school students are much more cognitively developed than elementary school students due
to their brains being more developed in the front lobe, which is responsible for our reasoning and
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judgments (Fellows, 2019). Furthermore, the reasoning abilities of students who are in high
school is much different than elementary school students, with elementary school students only
being able to reason at the preconvention or conventional level of reasoning (Walker, 1982).
High schoolers however are capable of postconventional reasoning, allowing them to use higher
levels of thinking to make more moral judgements about people and situations, specifically how
the perceive their teachers (Walker, 1982). It is critical that this study pertains to high school
teachers specifically because the relationships that high school students and teachers have are
different than the relationships elementary school students and teachers have, which is something
researchers have known for over sixty-five years (Wheeler & Wheeler, 1955).
Authenticity of a high school educator is an element that is researched qualitatively in
some regards. However, there is still much to be desired in learning how it could possibly
correlate to student motivation, student achievement, and overall student-teacher relationships.
Mental health counselors understand the importance of authenticity within their
professions. Secondary teacher authenticity is a provocative, interesting topic that many teachers
in the profession are aware of, though few researchers have tried to operationalize it. Researchers
generally have taken one of two angles to study teacher authenticity. The first angle most often
used is understanding how teachers perceive the idea being authentic when relating to their
students. Cranton & Carusetta (2004) indicate that being congruent with their words, as well as
admitting that the teacher does not have all the answers and can make mistakes is linked to
authenticity. Teachers are not just the adults in the room with their students, but they are also
learning along with their students, growing as a unit together (Cranton & Carusetta, 2004). The
expression of a teacher being their genuine self not only in the classroom but also in the
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community only happens when the teacher comes to know themselves and their own preferences
within the specific populations they teach (Cranton & Carusetta, 2004). For this study,
researchers sought out to explore what authenticity was in their personal lives and how it can
transfer into their teaching (2004). Over a three-year period, participants were interviewed and
participated in focus groups to discuss the topic of authenticity as it is perceived by what the
participant felt it entailed (Cranton & Carusetta, 2004). Their results generated five categories
which were Self, Other, Relationship, Context, and Critical Reflection (Cranton & Carusetta,
2004). When explaining the category of Self, this was understood as the person possessing an
understanding of oneself as both a teacher as well as a person outside of teaching (Cranton &
Carusetta, 2004). The category of Other was understood to reflect the person possessing an
awareness of not only themselves, but also that there are others inside the learning environment,
mainly students, and that other people like colleagues and administrators contribute to the
person’s understanding (Cranton & Carusetta, 2004). The category of Relationship was
understood as the person possessing an awareness that a relationship between the teacher and the
student exists, for example as seen through caring and helping students learn (Cranton &
Carusetta, 2004). The category of Context was understood as the person having an awareness of
the situation they are in and understanding how it affects themselves, others around them, and
the relationships they hold (Cranton & Carusetta, 2004). The final category of Critical Reflection
was understood as the person being critical and consistent in engaging in reflection pertaining to
the previously mentioned four categories (Cranton & Carusetta, 2004). This would involve the
teacher questioning and reflecting ideas such as their own values, experiences, the meaning of
their students’ needs, and at times questioning the relationships they have with their students
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(Cranton & Carusetta, 2004). Researchers reflected their idea in saying that their hypotheses,
though very tentative and new at the time of publishing, hope that they can guide areas of future
research, stating specifically “(a)uthenticity in teaching has been a relatively neglected area of
study” (p. 21).
Further research has taken place since this article was published. One study had
researchers learn about emotions that teachers experience and express while in the classroom
(Taxer & Frenzel, 2015). Their research was focused on understanding what emotions teachers
were expressing in their classrooms, positive or negative, but more importantly if their emotions
were genuine or fake, and if they were hiding any of these emotions from their students (Taxer &
Frenzel, 2015). Teachers were given a questionnaire to fill out and asked to return it to the school
secretary; once all responses were gathered, they were returned to the researchers for analysis
(Taxer & Frenzel, 2015). Participants results indicated that teachers express positive emotions
more often than negative emotions when in class, with teachers expressing positive emotions a
few times each class period, while only expressing negative emotions sparingly (Taxer &
Frenzel, 2015). Participants results also indicated that teachers report hiding both positive and
negative emotions on average a few times a month inside their classrooms. This was perceived
by the researchers that students often blur the consistency of their teachers’ emotions (Taxer &
Frenzel, 2015). Researchers concluded that teachers sometimes are not fully genuine in their
presentation of themselves in their classrooms, leading to future research narrowing down to
studying one specific emotion (Taxer & Frenzel, 2015).
After this specific study, the researchers decided to narrow down emotions that teachers
express and specifically research enthusiasm (Keller et al., 2018). Enthusiasm, often perceived as
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important in teacher lessons and teacher presentation, can be perceived as authentic or
inauthentic by students (Keller et al, 2018). Enthusiasm can also be a help or a hinderance when
working with students’ enjoyment or boredom in the classroom (Keller et al., 2018). Teachers’
emotional authenticity seems to matter to students in forming a relationship with their teacher so
they can learn better (Keller et al., 2018). Expressing inauthentic emotion as perceived by the
students, sometimes referred to as surface acting, is viewed negatively when trying to connect
with students and can have the opposite effect when trying to engage students (Keller et al.,
2018). Research to understand this took place with a teacher participant group and a student
participant group, both using surveys to express their views on the teacher’s enthusiasm and how
authentic it was perceived (Keller et al., 2018). Participants indicated that students who
perceived their teachers as being enthusiastic felt they enjoyed their class period more (Keller et
al., 2018). Not surprisingly, teachers who reported they were being genuinely enthusiastic while
teaching had students who reported they genuinely enjoyed that specific teacher (Keller et al.,
2018).
Enthusiasm is important for students in learning environment, with enthusiasm being a
part of the teacher’s identity formed while in training. Teachers often however are not given the
chance to reflect on this or other emotional components that are intricately built into the
teacher’s persona (Hsieh, 2016). For one study, the researcher focused on the concept of
developing the teacher’s identity and noted that a teacher’s personal experience is only as
valuable to the degree of how much their experience has shaped who they are (Hsieh, 2016).
Fifteen post-baccalaureate teachers participated in a semester long course that was focused on
helping the teacher develop their professional identity (Hsieh, 2016). Though the content of the
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course was focused on literacy, many assignments involved reflecting upon the assignments in
discussion boards and in person discussions pertaining to topics in the class and other personal
elements (Hsieh, 2016). Results from this study indicated that the reflection element of the
course was most powerful in helping shape the teacher’s professional identity (Hsieh, 2016).
Furthermore, because the reflection was personal and important to them, their identity was true
to themselves and allowed them to form their professional identities easier and quicker (Hsieh,
2016).
Understanding what helps develop a teacher’s identity is essential to the teacher being
authentic in the classroom, but students’ perceptions of the teacher are also valid in
understanding this elusive and fascinating concept. The second angle used in learning about
secondary education authenticity is how the students perceive their teachers as being authentic.
In one study, researchers were interested in why students were not as motivated in today’s
learning settings than in the past (Ciolan & Ciolan, 2014). Through their work, a model of how
authentic learning can take place was developed to help understand how students learn in modern
times (Ciolan & Ciolan, 2014). Three elements help feed into the authentic learning experience,
which are individual biography, disciplinary mind, and social/professional context (Ciolan &
Ciolan, 2014). Individual biography refers to the previous experience and life events that a
person has learned from in all settings, including academic ones, that teachers can bring to the
classroom (Ciolan & Ciolan, 2014). Disciplinary mind refers to a teacher understanding their
discipline and understanding the pedagogy involved. People may not all have the same amounts
of knowledge in the world about all areas, but what is known is the ideas surrounding that type
of knowledge (Ciolan & Ciolan, 2014). Social/professional context refers to the types of learning
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experiences encountered and how those learning experiences allow the person to retain the
information (Ciolan & Ciolan, 2014). Social more specifically refers to the person’s brain
remembering the information and professional more specifically refers to how the tasks are
implemented in the learning experience (Ciolan & Ciolan, 2014). All three of these components
tied together form an authentic learning experience causing the person to better remember the
material presented (Ciolan & Ciolan, 2014). Although teachers may sometimes perceive their
lessons as more interesting and challenging for their students, sometimes students do not feel the
same way (Ciolan & Ciolan, 2014). Therefore, it is critical that teachers form that studentteacher relationship so an open dialogue can take place in discussing how the lesson carried out
for the students and so the teacher can possibly learn new ways to teach the lesson next time.
Students are often very perceptive of how their teachers are feeling at many given
moments, with research that has been conducted illustrating this idea. Researchers understand the
“problem is that while authenticity is an often-used adjective for almost all aspects of teaching
and learning, the concept itself is not very well-researched” (De Bruyckere & Kirschner, 2016, p.
1). Teachers may sometimes perceive themselves as being authentic with their students, but these
ideas are not always synonymous with how students are viewing their teachers (De Bruyckere &
Kirschner, 2016). Tying in multiple levels of understanding what authenticity is, the main
objective in this research was to understand that although authenticity can be both positive and/or
negative, there might be some possible criteria used to assess teachers as being authentic from
the students’ perspective (De Bruyckere & Kirschner, 2016). Through their qualitative research,
four categories describe how students understood their teachers in being authentic. These
categories were expertise, passion, unicity, and distance, which was referred to as “not too near,
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not too far” (De Bruyckere & Kirschner, 2016). Expertise refers to whether the students saw
their teacher as being an expert in their field or subject they were teaching (De Bruyckere &
Kirschner, 2016). Passion refers to the teacher having enthusiasm and involvement in their
students and in the subject or subjects they teach (De Bruyckere & Kirschner, 2016). Unicity
refers to every lesson having its own special character or flare, specifically when there are
multiple layers or parts in teaching a larger concept (De Bruyckere & Kirschner, 2016). The final
category, “not too near, not too far,” refers to the teacher using autobiographical elements that
help in creating a strong student-teacher relationship that is perceived as authentic (De Bruyckere
& Kirschner, 2016). Furthermore, students do not want to learn from an authority figure who is
perceived as an expert in their field. Students prefer someone who is an expert in being a teacher
who also knows the subject area they are learning about (De Bruyckere & Kirschner, 2016).
Too often it seems as though teachers pride themselves on being someone who knows
their content fully and feel it is enough in being a strong teacher. Researchers convey however
that this is just not the case. Students also expect a type of passion that is not obsessive, but more
harmonious, meaning that the teacher can have a contagious effect on their students, fueling their
own enthusiasm and excitement for the subject rather than just the teacher being excited (De
Bruyckere & Kirschner, 2016). Most importantly, students feel when their teacher shows an
interest in them that is not necessarily over academic concerns is when the true authenticity
arises (De Bruyckere & Kirschner, 2016). Students appreciate the informal moments that
teachers use during breaks, class changes, or school field trips to inquire about the students’ lives
and concerns. Though these informal moments may be brief and casual, they have an impactful
effect on students perceiving the teacher as being authentic and therefore on the learning
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environment in the teacher’s classroom (De Bruyckere & Kirschner, 2016). Their research for
this was qualitative, but future research has added in a quantitative element in helping learn
about authenticity from the students’ perspective.
Researchers continued their investigation and learning about authenticity in the secondary
educational setting by using what they learned about how the students perceived authenticity to
create a survey for students to take (De Bruyckere & Kirschner, 2017). Their previous research
helped reveal themes of expertise, passion, unicity, and distance, which was coined as “not too
near, not too far” (De Bruyckere & Kirschner, 2016). For their next study, a 75-item survey
using an 11-point Likert Scale format was used to help quantify their findings from their 2016
research (De Bruyckere & Kirschner, 2017). The 11-point Likert Scale used to score the survey
ranged from a 0, meaning “absolutely not important for regarding a teacher as being authentic”
and a 10, meaning “absolutely very important for regarding a teacher as being authentic” (De
Bruyckere & Kirschner, 2017). Inside the 75-item survey, questions related to authenticity and
their original four themes were included. Additionally, questions about how the students viewed
items such as job satisfaction, job content, and other control variable type questions were also
included (De Bruyckere & Kirschner, 2017). Initially 1,400 surveys were administered to three
different student groups on different educational tracks, those tracks being general, technical, and
vocational (De Bruyckere & Kirschner, 2017). Their unexpected results indicated that their
original four themes could be condensed further. Passion and expertise could be combined into
one theme, which was now titled “live to teach” (De Bruyckere & Kirschner, 2017). The new
themes that emerged from this research based on survey results indicate that three themes exist in
helping explain authenticity in secondary education which are proximity, “live to teach,” and “no
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textbook teacher” (De Bruyckere & Kirschner, 2017). Proximity, previously referred to as
distance, retained its meaning of having teachers bring in autobiographical elements to their
teaching practice to help create a strong student-teacher relationship (De Bruyckere & Kirschner,
2017). Proximity also refers to the teacher’s ability to help students interact with one another,
allowing the distance between two students to become less and fostering a strong, productive
learning environment (De Bruyckere & Kirschner, 2017). A second component related to
proximity, Strictness, was also revealed to be a theme but due to a weak Cronbach’s alpha of .59,
was not included in the final model to help describe their overall results (De Bruyckere &
Kirschner, 2017). “Live to teach,” which combined the themes of expertise and passion, referred
to the teacher putting in a seemingly large amount of effort into their teaching practice and
illustrates their passion for the job through a strong personal interest in their subject because they
like it (De Bruyckere & Kirschner, 2017). Because the teacher likes the subject they are teaching,
the teacher can then hold power in convincing the students to learn. This is due to their own
desire to see the students do well in a subject they are passionate about (De Bruyckere &
Kirschner, 2017). The third and final component, “no textbook teacher,” refers to the previous
unicity theme, meaning that the teacher is not limited to talking about what is in the textbook, but
can incorporate items that are not tied to the curriculum that are more personal. These can help
the students learn the material and sometimes can lead to less emphasis on class rules and more
importance being tied to the learning experience (De Bruyckere & Kirschner, 2017). Through all
research conducted by De Bruyckere & Kirschner (2016, 2017), there is a clear desire to help
refine their insights as well as understand if their findings are replicable in other regions or age
groups.
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There currently is a major discussion in both psychology and educational sciences about
replication and the importance of studies being replicated to improve the ability of such research
to shape and change educational policy and practice (Makel & Plucker, 2014). But how can
research continue when there is not a clear understanding of the concept, or in other words, a
clearer idea or definition of secondary teacher authenticity? Herein lies the purpose for this
research and the reason for conducting this study. Secondary teacher authenticity is only in the
beginning stages of being learned about and studied. Other educational populations however
have studied and learned more about authenticity with promising results.

Higher Education Authenticity
Although many students end their educational experience with their high school
graduation, many students also go on to college or other types of institutions after they graduate
high school. Is authenticity an important element inside these classrooms? Extensive qualitative
research reveals that students in higher education settings prefer an instructor who exhibits high
levels of authenticity (Johnson & Labelle 2017; Kreber & Klampfleitner, 2013; Kreber &
Klampfleitner, 2012; Kreber et al., 2010; Kreber et al., 2007; Ramezanzadeh et al., 2016a;
Ramezanzadeh et al., 2016b).
According to researchers, authenticity is an understanding that one has an unobstructed
operation of one’s true self and is true to their core (Johnson & Labelle, 2017). Authenticity can
be achieved through critical self-reflection, self-knowledge, and most importantly care for their
students and the subject matter they are teaching through being genuine and engaging with their
students (Johnson & Labelle, 2017). For this study, two hundred ninety-seven college students
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were recruited through their undergraduate courses (Johnson & Labelle, 2017). Participants were
asked to reflect on a college professor they felt was authentic and then answer some questions
about that specific professor. After qualitative coding analysis7 was conducted, the five sets of
behaviors identified by participants were: approachable, passionate, attentive, capable, and
knowledgeable.
Approachable was understood as someone relatable, open, and someone that was willing
to share parts of their lives with their students, such as personal stories or mistakes they have
made in the past (Johnson & Labelle, 2017). Passionate was understood as someone who was
excited about the content or teaching in general as well as someone who exhibited enthusiasm
(Johnson & Labelle, 2017). Attentive was understood as someone who listened, provided
feedback or advice on situations the students brought to class, and most importantly knowing
students’ names (Johnson & Labelle, 2017). Capable was understood as someone who was able
to teach the material successfully so that students could understand, as well as more simple
things like being on time and prepared for class (Johnson & Labelle, 2017). The final
component, knowledgeable, was understood as a professor who could give their expert
knowledge or analysis on instances relating to the course content (Johnson & Labelle, 2017).
Capable and knowledgeable were often paired together in early analysis, but it was delineated
clearly when participants stated things exemplifying that the professor was not just someone who
was able to teach the material from a textbook, but more so from their own experience and
knowledge (Johnson & Labelle, 2017).
Researchers also identified characteristics participants deemed inauthentic, which were
unapproachable, lack of passion, inattentive, incapable, and disrespect (Johnson & Labelle,
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2017). Unapproachable was understood as failing to offer office hours for the students, ignoring
students outside of class time, and most importantly a lack of trying to develop any type of
relationship with the student, usually through a lack of any personal details or experiences
brought into the classroom (Johnson & Labelle, 2017). Lack of passion was understood as
showing no interest or concern for students and seeming bored during class time (Johnson &
Labelle, 2017). Inattentive was understood as avoiding any questions from students, not offering
help to students, playing favorites, and most importantly not learning many if not all the
students’ names (Johnson & Labelle, 2017). Incapable was understood to be a professor who was
unprepared, unclear, did not explain assignments, and unfamiliar with the content, which was
evidenced by the professor reading directly from the PowerPoint or textbook (Johnson &
Labelle, 2017). The characteristic of disrespect was understood as being rude or dismissive,
specifically to students in class outwardly and publicly, and holding a very authoritarian style of
teaching the class (Johnson & Labelle, 2017).
This study was unique because although characteristics of authenticity in teaching as
perceived by students were learned, characteristics of what inauthenticity would be seen as
according to the students was also learned (Johnson & Labelle, 2017). In higher education,
professors usually present as more open and authentic with their students. This exact idea could
be linked to high school teachers and their relationships with their students. However, through
reading the literature one pair of names consistently appeared with authenticity research tied to
their articles.
Carolin Kreber & Monika Klampfleitner, either with or without other colleagues, have
produced several articles researching authenticity and the college classroom. It was clear when
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reading their work that authenticity has not always been viewed by researchers in the same way
(Kreber et al., 2007). Some researchers viewed the construct as purely someone’s identity,
whereas others define it as something between identity, with authenticity profusely being
separate from identity (Kreber et.al., 2007). But how is authenticity learned, and is it always
something positive? Researchers propose that authenticity is something people learn through
engaging with others who exhibit the understood definition of authenticity, meaning they learn
through individuation (Kreber et al., 2007). However, this does not mean simply copying how
someone else behaves. A transformative learning experience to help the person understand how
they can be their own form of authentic is usually a best practice when understanding the concept
(Kreber et al., 2007). People can take responsibility for the possibilities they have possession of,
learning that they are key elements to obtaining their own authenticity, specifically in their
teaching (Kreber et.al., 2007). Sometimes, implicit ideas and understandings can be overlooked
and make studying a concept such as authenticity quite difficult. Kreber and Klampfleitner
decided to conduct their own studies to learn more about this elusive and debated topic.
For one of their studies, Kreber, McCune, & Klampfleitner (2010) recruited nine
academic staff members to help further understand the concept of authenticity as perceived by
the instructors’ point of view. The teachers were not understood to be authentic or exemplary
teachers, but it was noted that they held good reputations in their respective departments (Kreber
et al., 2010). To correlate the findings of the academic staff members, undergraduate student
participants were also utilized to form thirteen focus groups, with groups consisting of both
teachers and students (Kreber et al., 2010). Teachers were interviewed separately as well to help
strengthen the data collected (Kreber et al. 2010). After interviews and focus groups were
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completed, they determined six measurements of authenticity (Kreber et.al., 2010). The first
dimension, “being sincere, candid, or honest,” was recognized as someone who was not
intentionally trying to hide anything, admitting they did not know everything about a subject, and
being open about how they would solve a particular problem that could arise (Kreber et al.,
2010). The second dimension, summarized as being true to oneself in an individuation sense,
was recognized as someone who was true to their own character and someone who was not
presenting a stage character or persona in front of their classes (Kreber et al., 2010). This was
usually done through the professor using self-disclosure and the students seeing the professor as
someone who was real (Kreber et al., 2010). The third dimension, summarized as being true to
oneself in a critical social theory sense, was recognized as someone who was defined by their
own expectations rather than what other people’s expectations should be of them (Kreber et al.,
2010). The fourth dimension, constructing an identity around “horizons of significance,” was
recognized as an implicit connection that not only has teachers explain curriculum related to their
own experience, but also what students need to know that could be outside the curriculum, such
as items of personal interest to the teacher (Kreber et al., 2010). This offers the chance for the
teacher to sometimes challenge their own assumptions and knowledge on a topic; students
viewing this thought process was determined to be a positive authentic attribute inside this
dimension (Kreber et al., 2010). The fifth dimension, summarized as care for the subject matter
and interest in engaging the students with idea around that matter, was recognized as the teacher
appearing to be fully devoted in the course material and how they shared the content of the
course was like sharing parts of themselves (Kreber et al., 2010). The sixth and final dimension,
a process of becoming sustained through critical reflection, was one that overlapped immensely

37

with the third dimension. It was recognized as a teacher participating in critical reflection with
students about their course content or themselves overall (Kreber et al., 2010). These dimensions
helped narrow down specific ideas to help understand that educator authenticity does exist
(Kreber et al., 2010). However, how to define the explicit and implicit constructs of educator
authenticity remained unknown, prompting Kreber and Klampfleitner to research further to learn
specific information about these constructs.
Kreber & Klampfleitner (2012) continued their exploration of higher education
authenticity through researching explicit theories and implicit theories of authenticity in
university teaching. For this study, nine teacher participants experienced a 70–90-minute
interview; however, these were not just question and answer type interviews (Kreber &
Klampfleitner, 2012). Each participant was told to look at ten different teacher roles/descriptions
which were elements discovered in previous research and work through a matrix with one
teacher in mind analyzing the elements that represented a good university teacher and a bad
university teacher (Kreber & Klampfleitner, 2012). Other elements also referred to an authentic
university teacher, an inauthentic university teacher, themselves as a teacher, and finally their
ideal self as a teacher (Kreber & Klampfleitner, 2012). Researchers discovered that authenticity
in teaching does carry a distinct meaning in instructors’ minds positively, implying implicit
theories of what authenticity is for professors are closely aligned with what previous research has
stated (Kreber & Klampfleitner, 2012). Although authenticity is something grounded in implicit
theories and is usually positive, negative aspects to the construct of authenticity should not be
overlooked, for example someone who authentically has evil tendencies. (Kreber &
Klampfleitner, 2012). However, most researchers agree that the shared perception among
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students and teachers is that the form of authenticity in their mind is perceived as someone kind,
caring, and responsible (Kreber & Klampfleitner, 2012).
Kreber & Klampfleitner (2013) continued their research further by investigating possible
commonalities between philosophical elements of authenticity, presently researched elements,
and understandings to authenticity, as well as the interpretation of authenticity from instructors
and students. Using the previously developed grids linking philosophical concepts of authenticity
and teacher roles, they recruited participants, both students and professors, to use the grids for
the first part of their research (Kreber & Klampfleitner, 2013). Once these interviews were
complete, an additional set of qualitative interviews guided by the responses of the grid
responses was conducted, with response analysis tied to teaching effectiveness (Kreber &
Klampfleitner, 2013). In their research involving the grids, participants revealed that they closely
associated “really good teacher” to a teacher who was authentic and “really bad teacher” to a
teacher who was inauthentic, with a strikingly lower association with authenticity and “really bad
teacher” (Kreber & Klampfleitner, 2013, p. 472). Further, the qualitative interviews revealed
teaching effectiveness was related to higher levels of authenticity from the teacher, regardless of
the discipline the student was studying in school (Kreber & Klampfleitner, 2013). Most revealing
however, were that the top three concepts from the qualitative interviews were closely related to
Baxter-Magolda’s (1999) three concepts of a productive developmental instruction, which were
“validating students as knowers,” “connecting with students’ experiences,” and “conceiving of
learning as mutually constructing knowledge” (Kreber & Klampfleitner, 2013). These results
have aided in more recent studies that other researchers have built upon to help more clearly
understand higher education teacher authenticity.
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Ramezanzadeh, Adel, & Zareian (2016a) were interested in what professors would think
authenticity was in their respective areas of the world, mainly in Iran where many adjunct
professors make up the bulk of university professors and are rarely spoken for in Iranian
research. Because adjunct professors are rarely spoken for in Iranian research about education,
purposive sampling was used for this study, with the researchers only choosing professors who
were adjunct status (Ramezanzadeh et.al., 2016a). Twenty Iranian university teachers were
chosen to participate to learn about their opinions concerning emotions and authenticity
(Ramezanzadeh et.al., 2016a). Participants completed two interviews each, the first one focusing
on authenticity in teaching and the second one related a teacher’s emotions about authenticity in
teaching (Ramezanzadeh et.al., 2016a). Results from the first interview revealed themes
including being one’s own identified self, the horizon of significance, and contestation, which in
turn relate to an overall understanding that one has the ability through self-exploration and
understanding their own identity and power to be authentic in their presentation (Ramezanzadeh
et.al., 2016a). Furthermore, in their results regarding the second interview, emotions that were
tied to authenticity in teaching included anger, caring, and love (Ramezanzadeh et.al., 2016a).
Concerning anger, the contention was with the idea that sometimes teachers who are attempting
to be authentic could be put up against administration or colleagues due to the expectations of the
educational system (Ramezanzadeh et.al., 2016a). Care and love were linked to an instructor
being engaged personally with their respective students and wanting them to learn the
information and concepts in their classrooms (Ramezanzadeh et.al., 2016a). This however was
not enough to satisfy the need to understand authenticity in higher education teachers.
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Researchers continued previously started research, examining similar constructs of prior
research, but with an added element of inauthenticity (Ramezanzadeh et al, 2016b). Through
purposive sampling, adjunct Iranian professors were used as participants, with the participants
being nominated by colleagues and friends (Ramezanzadeh et.al., 2016b). Forty participants
were solicited for inclusion, with twenty-two participants agreeing to participate. Two of these
twenty-two dropped out due to personal reasons, resulting in a final number of twenty
participants being involved with the study (Ramezanzadeh et.al., 2016b). Qualitative analysis
from in-depth interviews asking about the participants experiences and observations pertaining to
inauthentic moments in their work lives and teaching practices were used for data collection
(Ramezanzadeh et.al., 2016b). Four organizing themes that contained a total of eleven basic
themes of authenticity in teaching were revealed, which were being one’s own self, pedagogical
relationships, contestation, and search for ultimate meaning (Ramezanzadeh et.al., 2016b). An
organizing theme of inauthenticity was also revealed, teacher-centered classroom, with two basic
themes of monologic discourse and traditional assessment inside this organizing theme
(Ramezanzadeh et.al., 2016b). These findings on inauthenticity reveal that a teacher-driven
classroom with more traditional assessments, as well as teacher-only dialogue and discourse
leads to the inauthenticity of an instructor, which possibly could lead to students being
disengaged and not fully invested in the learning experience (Ramezanzadeh et.al., 2016b).
Understanding the importance of authenticity along with related qualities a teacher can possess
in helping work with their students still proves a point of unclear, yet also fascinating discussion
amongst researchers in the higher education field. Teachers can utilize these elements with
students in their classrooms, which possibly could aid in stronger relationships with their
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students. The student-teacher relationship is one area of educational research that closely relates
to authenticity and its importance to this research.

Student-Teacher Relationships
In October of 2012, I was hired to teach English in a local high school. I have learned
from my experiences teaching that the relationships formed with students in the classroom can be
pivotal in their learning experience. Teacher authenticity may be a pivotal factor over the quality
of these relationships I have experienced.
For many students, learning experiences can be either positive or negative (Brinkworth et
al., 2018; Gehlbach et al., 2011; Martin & Collie, 2019; Thijs & Fleischmann, 2015). In one
study conducted, researchers aimed to learn about the elements that make up a positive or
negative student-teacher relationship (Brinkworth et al., 2018). Five hundred ninety-five middle
and high school students and their respective eighty-eight teachers answered survey items that fit
into categories such as academic outcomes, affective outcomes, behavior outcomes, motivational
outcomes, and teacher-student relationships (Brinkworth et al., 2018). The researchers’ goals
were to analyze whether the relationships students had with their teachers was either positive or
negative in nature as well as to provide additional validity to their already published scale
(Brinkworth et al., 2018). Participants indicated that elements on their scale were linked to both
positive and negative elements regarding the student-teacher relationship (Brinkworth et al.,
2018). Students who reported feeling motivated in their classrooms by their teachers felt more
pressure to try harder in those classes. However, teachers viewed their relationships with their
students much more positively than students reported they felt about their relationships with their
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teachers (Brinkworth et al., 2018). Researchers indicated the need for understanding how
students form positive relationships with their teachers, with the factors of genuineness and
positive affect being the strongest indicators of a good student-teacher relationship (Brinkworth
et al., 2018). Understanding elements that contribute to a strong positive student-teacher
relationship and how that can be replicated often is crucial to understanding the importance of
authenticity (Brinkworth et al., 2018).
Previous research used various physical environments that emulated similar situations
about the student-teacher relationship (Li & Julian, 2012). In this study, researchers analyzed
four different environments, which represented scenarios where an adult would be working
closely with a younger person on forming a bonding type of relationship (Li & Julian, 2012). The
four environments that researchers intervened in were an orphanage, elementary school
classrooms, an at-risk youth center, and home visit type programs (Li & Julian, 2012). In all four
environments, bonding relationships were seen as very important in forming and keeping the
young person interested in achieving change for their lives (Li & Julian, 2012). Conceptualizing
and fostering the developmental relationships for these adults and young people was proven to be
the active ingredient for change (Li & Julian, 2012). However, researchers indicated clearly that
although these relationships are important in results for each respective program, most of the
time, people who are funding these types of programs want “hard, measurable outcomes” (Li &
Julian, 2012, p. 164). In many instances, measuring such a personal and close relationship on a
scale as such can prove difficult because a quantifiable measure simply does not exist (Li &
Julian, 2012). This hurdle is also experienced in the school setting when attempting to measure
the strength of a student-teacher relationship on a scale, especially when funding for such
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programs that exist in schools depends on “hard, measurable outcomes” (Li & Julian, 2012, p.
164).
Forming a positive student-teacher relationship with one or more of their teachers yields
benefits such as stronger academic performance and higher levels of motivation in the classroom
(Pianta et al., 2012; Yu et al., 2018). In one research study, the element of a strong studentteacher relationship is analyzed in depth through specifically looking at these relationships with
adolescent populations (Yu et al., 2018). For this study, researchers used a purposive sample
involving ten adolescents who chose a teacher as their “VIP,” which is defined as a person they
can count on and depend on, and someone they believe cares for them deeply and personally (Yu
et al., 2018). Participants were interviewed for an hour and a half by someone on the research
team and asked questions about their “VIP” and about the closeness of their relationship, what
types of things they talked about, how they knew that their “VIP” respected them, and what types
of things they did together (Yu et al., 2018). After a careful qualitative coding process done by
researchers, two overarching themes were found, which were “teacher noticing” and “teacher
investment” (Yu et al., 2018, p. 342). “Teacher noticing” was recognized as the teacher noticing
the presence of the student both inside and outside of classroom settings. “Teacher investment”
was recognized as moving beyond surface-level ways of interacting and connecting with students
through the encouragement of growth and learning (Yu et al., 2018). Throughout their detailed
results, researchers summarized that through these positive relationships, students were able to
feel close, respected, and trusted by their “VIP” (Yu et al., 2018). Furthermore, through reading
these interviews, many terms used to describe positive characteristics in the relationship also
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align with research describing authenticity of an instructor such as genuine, honest, and real
(Kreber & Klampfleitner, 2013; Kreber & Klampfleitner, 2012; Yu et al., 2018).
One thing related to positive characteristics in a good student-teacher relationship is the
concept of how a teacher forms their professional identity. This professional identity once
formed gets used when working directly with students, but what is concerning is whether the
identity is proper or not (Steinberger & Magan-Nagar, 2017). In another study, researchers
discuss the conceptualization of teachers understanding different conflicts while developing their
teacher identity (Steinberger & Magan-Nagar, 2017). Through using the scale created by the
researchers, titled the Identity Conflict Centrality Scale, they learned through pilot research what
conflicts can arise and their importance in developing the teacher identity (Steinberger & MaganNagar, 2017). Though this research is useful in many other areas, what proves most noteworthy
in their work was their mention of whether these conflicts are genuine or something that they
experience due to other circumstances (Steinberger & Magan-Nagar, 2017). Their mention of
these conflicts being real or not help explain their results from their pilot research, which states
that teachers still struggle to find what they believe is a true proper teacher identity and do not
begin their career with this fully developed (Steinberger & Magan-Nagar, 2017). If the teacher
believed they were authentic in their delivery of instruction, could this aid in helping form
teacher identity and therefore a stronger student-teacher relationship? Possibly. However, clear
understanding as to what secondary teacher authenticity specifically includes is not present in
current research. I explain in this literature review how this study can help add to the research in
learning more about secondary teacher authenticity and its possible importance to high school
students and teachers.
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Conclusion
Researchers have uncovered many characteristics that contribute to the overall sense of
authenticity in both counselor and educational research. Powerful impacts could be discovered
through investigating the variable further, such as positive student-teacher relationships and
characteristics a teacher holds to help strengthen the student-teacher relationship, specifically
higher levels of teacher authenticity. However, a major weakness of the research reviewed
indicates that although multiple studies show authenticity of educators in higher education
settings and counselor settings proves to be a powerful tool, secondary education settings have
not researched it to such standards. Secondary education teachers’ levels of authenticity are hard
to study due to there not being any clear idea or even operational definition for future researchers
to use in investigating this concept.
In this study, I aim to bridge the link between authenticity research in the higher
educational setting, teacher-student relationships, and authenticity inside the counselor-client
relationship and provide clearer idea that can be used to describe secondary teacher authenticity.
I explore possible connections in the future between this trait and student-teacher relationships,
as well as understanding possible influences on student motivation. I seek to understand
secondary teacher authenticity as being an element worth researching in the secondary
educational setting and to explore other possible connections to help secondary teachers
understand more about their important role in their classrooms.
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CHAPTER THREE: METHODOLOGY
Overview
This mixed-methods study used a sequential design. Participants provided quantitative
data first, followed by qualitative data through interviews to help supplement findings, as
explained by Creswell & Clark (2017). The rationale for using both qualitative and quantitative
data was that qualitative interviews can help explain results that were obtained through
quantitative data collection (Braun & Clarke, 2021, 2019, 2016, 2006; Clark & Braun, 2018;
Creswell & Clark, 2017). This design will also benefit future research by providing investigators
a clearer idea to help define of secondary teacher authenticity. Also, this research can possibly
help other investigators in understanding relationships that could exist between secondary
teacher authenticity to other student-driven variables in secondary education settings (Braun &
Clarke, 2021; Creswell & Clark, 2017).
For this research, data were collected in two phases. First, the quantitative phase
consisted of collecting survey results from teachers at two designated high schools after the first
semester of the school year was completed. This allowed teachers time to get settled into their
school year and build rapport with their students. This data collection phase took approximately
six weeks, in March and April of 2021. Second, the qualitative phase consisted of twenty-five
teachers who agreed to be interviewed after responding to the survey. Interviews clarified results
obtained from the survey responses from participants. This data collection took approximately
four weeks, with all interviews completed and ready for analysis at the end of May 2021.
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Sample and Site
The sample in this dissertation included teachers who teach inside the John & Lee public
school system. Two high schools inside the school system with similar demographics were
chosen for this research. These schools were chosen due the researcher having prior positive
relationships with the principals at both schools, as well as both principals showing interest in the
research after discussing research intentions. For the quantitative portion of the data, survey
responses were collected from teachers who ranged in teaching 0 years (meaning they were in
their first year of teaching) through an upwards of 40 or more years teaching. Teachers ranged in
age from their early twenties to their mid-sixties. Ethnicities represented included White,
Hispanic or Latino, Black or African American, Asian, and American Indian/Alaskan Native.
Participants voluntarily chose to respond to the survey. If participants left contact information on
the last question of the survey, the participant was then eligible to be asked for a follow up
interview.
At the start of the research period, a total of 247 possible participants were solicited for
participation in the survey. Throughout the course of the study, seven participants either left the
school they were teaching inside or declined to participate in the study, leaving the number of
possible participants to 240. Out of the possible 240 teachers that could have responded to the
survey, 107 responses were recorded. However, one participant answered the survey twice; this
was detected because the teacher left their name requesting to be interviewed on both surveys
that were submitted. To eradicate this duplicate piece of data, this survey response was deleted.
To check for other possible duplicates in the data set, data were sorted by demographic variables
and checked for similar answers that could have existed inside participant responses. After this
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was done, no other duplicate data were found. Therefore, 106 survey responses were used in
forming quantitative data for analysis. With a possible 240 responses that could have been
collected, with 106 used in quantitative data analysis, a 44.2% response rate was obtained for this
participant group. Forty-two teachers stated in their survey response that they would be willing
to be interviewed. Twenty-six teachers were contacted, and twenty-five responded and were
interviewed, yielding a 96% response rate for this participant group.
IRB applications were sent to both the university and the public school system used for
this research on March 3, 2021. The university approved the study on March 5, 2021, after
requested revisions were made. A written approval letter was sent by the university on March 5,
2021. The school system approved the research to be conducted on March 8, 2021, after verbal
confirmation with the school system was obtained. A written approval letter was provided on
March 19, 2021. The consent process for participants took place in multiple forms. First, this was
explained to participants in the second letter they received in their mailboxes at school; this can
be viewed in the appendix. Also, when participants went to the linked survey, the first page of
the survey again explained the purpose of the research. If the participant was interviewed,
informed consent was explained once again before audio recording began of the interview.
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Instrumentation
Quantitative Instruments
The Authenticity Scale
Quantitative data for this research came from items used in The Authenticity Scale
(Wood et al., 2008), which contains items scored in a Likert scale format ranging from 1 (does
not describe me at all) to 7 (describes me very well).
The survey was created by researchers Wood, Linley, Maltby, Baliousis, & Joseph in
2008 to examine empirical and theoretical constructs that would aid in revealing an authentic
personality. The Authenticity Scale contains 12 items divided into three subscales: SelfAlienation, Accepting External Influence, and Authentic Living. Four items formed each of the
subscales, with reliabilities ranging from .82 - .84 (Wood et al., 2008). An example item from the
Self-Alienation subscale was, “I don’t know how I really feel inside.” An example item from the
Accepting External Influence was “I usually do what other people tell me to do.” An example
item from the Authentic Living scale was “I think it is better to be yourself, than to be popular.”
Estimates of internal consistency from the current study were .71, .85, and .79 respectively. For
each questions regardless of the subscale, participants choose a number 1 through 7, with 1
representing “does not describe me at all” and 7 representing “describes me very well” (Wood et
al., 2008). This scale was further tested for reliability with a multi-group analysis, with
respective groups also producing similar reliability coefficients in each respective subscale
(Bayır-Toper et al., 2020; Wood et al., 2008).
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Demographic Questions
On the survey, additional questions for demographic purposes included age, gender,
ethnicity, and the number of years taught inside a K-12 educational setting. These questions were
added to learn if these demographics possibly connect to a person scoring higher or lower on The
Authenticity Scale.

Qualitative Instruments
The Teacher Interview
For The Teacher Interview, open-ended questions were developed based on research
from Wood et al. (2008) as well as research from Kreber & Klampfleitner (2013, 2012), Kreber,
McCune, & Klampfleitner (2010), and Wilkins (2014). The interview template used with
participants can be viewed the appendix. Participants answered questions in an open-ended
format. Through my training to become a licensed mental health counselor, I learned that a
laptop computer can act as a barrier between you and the client. The use of it during a session is
not encouraged because the screen from a laptop can act as a wall, preventing a more open and
inviting experience. Therefore, I made the decision to not type notes, but rather write them down
during the interview to ensure my full presence in the interview. Because of this, I believe the
maximum amount of insight from the teacher was gained. Interviews were audio recorded to
allow for transcription later. Interview answers were qualitatively coded using thematic analysis
as described by Braun and Clarke (2021) into themes centered around the overarching theme of
teacher authenticity.
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Research Design
For this research, data collection was divided into two phases following a sequential
design. Phase one of data collection began once IRB approval was granted from both the
university and the designated school district used. Phase one lasted approximately six weeks. To
control for security in who received invite, surveys were delivered with a specific QR code
linking participants to the survey. The QR code was not available publicly online and only
available if the teacher received the code in their mailbox at school in paper form. Only if the
teacher was having trouble accessing the survey was a link sent to the teacher electronically.
Surveys were conducted using Qualtrics. Once quantitative data collection was complete, Phase
two began shortly thereafter. Twenty-five teachers were interviewed using the Teacher
Interview. Results from these qualitative interviews were then qualitatively coded using thematic
analysis methods suggested by Braun & Clarke (2021, 2019, 2018, 2016, 2006). Phase two
lasted approximately four weeks.

Procedures and Data Collection
Data was collected using a two-phase model for this research. For Phase One,
participants were solicited for participation using the Tailor Design Model proposed by Dillman
et al. (2014). Using this model, an initial letter was placed in all teachers’ mailboxes at school
inviting them to participate in a future study. This letter served as an introduction to the research
purpose as well as indicated that there would be a small token of appreciation for teachers who
completed the survey. Second, a cover letter with a link and QR code to complete the survey
through Qualtrics was placed in teachers’ mailboxes at school. Informed consent and purpose of
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the study with more explicit detail was also placed with this second letter. This served as the
researcher’s first attempt in gaining a teacher’s participation in the research. The small token of
appreciation, a candy bar, was placed in the teacher’s mailbox as a thank you in advance for
completing the survey. Third, a reminder letter was placed in teachers’ mailboxes at school. This
letter was placed in all teachers’ mailboxes regardless of them completing the survey to maintain
anonymity among other possible participants in the study at each school. This was delivered two
weeks after the second letter. Fourth, another letter was placed in all teachers’ mailboxes,
regardless of them completing the survey to maintain anonymity among other possible
participants. For this letter, the link to the survey was provided again in case their original link
was misplaced; this letter also served as another reminder for them to complete the survey. This
letter was delivered one month after the initial survey link was delivered to teachers. Finally, a
fifth letter was placed in all teachers’ mailboxes at school, again regardless of them completing
the survey to maintain anonymity among other possible participants. This served as a final
attempt to gain their participation in the survey. This letter was delivered six weeks after the
initial survey link was delivered to teachers. After this, no further communication was sent to
teachers. The survey was closed a week after the last communication was delivered to teachers’
mailboxes. Surveys were taken through Qualtrics online to control for threats to validity as well
as confidentiality purposes.
For phase two of data collection, teachers willing to be interviewed were kept on a
separate list when quantitative data was collected. Because demographic answers were taken into
consideration when choosing interviewees, purposive sampling was used to control for factors
that would ensure a fair representation of teachers were interviewed. Interviews took place in
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person, with both teacher participant and researcher maintaining social distance to ensure safety
during the Covid-19 pandemic. Informed consent procedures were explained to all participants.
Teachers were given a token of appreciation, a $10 Starbucks gift card, for participating in the
interview portion of this study. Recording of the interview then began, with the researcher and
participant engaging in a casual discussion. Once the interview was completed and recording had
stopped, the participant was thanked and both researcher and participant left the interview space.
Once both data parts were collected, analysis of quantitative data and qualitative data took place.

Data Analysis
Quantitative data were analyzed using SPSS. Qualitative data was analyzed using the
thematic analysis approach in coding data (Braun and Clarke, 2021) looking for themes that
emerge directly relating to topics within the Authenticity Scale.
The following research questions were addressed:
1. Do teachers perceive themselves as authentic; if so, is teacher authenticity related to
teacher demographics?
To answer this research question, first the score from the Authentic Living subscale was
used to determine teachers’ views of their authenticity. Each demographic variable was then run
separately to determine their possible relation to the authenticity score from The Authenticity
Scale. For the demographic variables, scores for teacher years of experience and age, were not in
equal intervals. Therefore, the proper statistic to run for both variables was a Spearman
Correlation because these variables are ordinal data. For the demographic variable looking at
teacher gender, the data was nominal. After removing one piece of data that had a response of
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“prefer not to say” because an inference cannot be drawn from such an answer, a MannWhitneyU test was ran. For the demographic variable looking at ethnicity, the data was nominal.
No data were removed from the data set and a Kruskal-Wallis test was ran. The p value for each
analysis was set at .05.
2. What are high school teachers’ perceptions of what it means to be authentic with their
students?
3. What do teachers view as obstacles to being authentic in the profession?
For these two research questions, data were coded through thematic analysis formats suggested
by Braun and Clarke (2021). The process includes reading through the initial survey responses
for conceptual themes, emphasizing that the themes all fit together within the scope of this
dissertation, and then tying the themes to quantitative responses provided by participants prior to
being interviewed. To finish, forming a narrative that explained how qualitative data related to
quantitative data is completed.
One problem during data analysis was not having a direct match of qualitative and
quantitative elements, with some elements being similar but not exact in wording for
comparison. Because this happened, I used validation strategies and specific thematic coding
techniques discussed by Braun & Clarke (2021) including disconfirming evidence, prolonged
engagement, and thick, rich description which helped with data comparison.
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CHAPTER FOUR: RESULTS & ANALYSIS
Introduction
The purpose of this mixed methods study was to explore the topic of authenticity through
teachers’ perspectives both quantitatively and qualitatively. The mixed methods design will help
in understanding the necessary components that embody secondary teacher authenticity. Three
research questions were addressed with the intentions of investigating the clearer idea of
secondary teacher authenticity. The research questions for this study were as follows:
1. Do teachers perceive themselves as authentic; if so, is teacher authenticity related to
teacher demographics?
2. What are high school teachers’ perceptions of what it means to be authentic with their
students?
3. What do teachers view as obstacles to being authentic in the profession?
Each question with respect to the type of analysis it received is explained below.
Research question 1 (RQ1) was analyzed using quantitative data analysis, while questions 2 and
3 (RQ2 and RQ3) were analyzed using qualitative data analysis.

Quantitative Data Analysis
Research Question 1: Do teachers perceive themselves as authentic; if so, is teacher authenticity
related to teacher demographics?
For all quantitative analyses, each of the subscales Authentic Living, Self-Alienation, and
Accepting External Influence were used from The Authenticity Scale, which was given to all
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participants. The totals from each of the subscales were used to explore possible relationships
between any of the subscales and teacher demographics. Each component of RQ1 and the
subscale scores were analyzed using SPSS. Table 1 below illustrates data for each subscale used
for this study to help describe overall results from quantitative data collection.
Table 1
Descriptive Statistics for Quantitative Data
N
106

Mean
24.97

Standard Deviation
3.15

Range Min. Range Max.
11
28

Authentic Living
Subscale
Self-Alienation
106 7.23
3.9
4
Subscale
Accepting External
106 13.05 5.32
4
Influence Subscale
Note: Each subscale had four items. Item scores ranged from 1-7.

24
25

Using these statistics, teachers in this study reported a high average score on the
Authentic Living subscale, revealing that teachers in this group felt authentic. Further, teachers in
this study reported a low average score on the Self-Alienation subscale, revealing that teachers in
this group did not feel alienated from understanding themselves. Additionally, teachers in this
study reported an average score of 13.05, which is roughly in the middle of the range of scores
available for all subscales. This indicates that on average, teachers sometimes accept external
influence from others based on their scores within the Accepting External Influence subscale.

Participant Flow & Recruitment Period
A total of 247 possible participants were asked for participation in the quantitative
portion of this study over a period of seven weeks. Throughout the course of this study, seven
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participants either left the school they were teaching in or declined to participate in the study.
This reduced the number of possible participants to 240. Therefore, out of the possible 240
teachers that could have responded to the survey, 107 responses were recorded. However, one
participant answered the survey twice. This was discovered because the participant left their
name requesting to be interviewed on both surveys submitted. The initial survey response was
deleted and their more recent one kept. To check for other possible duplicates in the data set,
data were sorted by demographic variables and checked for similar answers that could have
existed inside participant responses. Once this was complete, no other duplicate data were found.
Therefore, the remaining 106 survey responses were used in forming analyses with quantitative
data for this study, yielding a response rate of 44.2%.
For this research question, each of the three subscales was analyzed with the appropriate
statistic based on the number of years’ experience, age of the participant, gender, or
race/ethnicity to determine if a correlation was present between the characteristics and any of the
subscales. Each possible correlation was held to a probability level of less than .05 for
significance. Each subscale has a range 24, with the lowest possible score being 4 and the highest
possible score being 28.
The first variable analyzed was the number of years’ experience a teacher reported on
their survey response. All 106 participants were accounted for in analysis of this possible
correlation. Descriptive statistics are provided in Table 2 below.
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Table 2
Teacher Years of Experience
Years of Experience
This is my first year (1)
2
3
4
5
6
7
8
9
10 or more
Totals

n
10
2
7
8
7
2
5
3
3
59
N=106

Percent of Sample
9.4%
1.9%
6.6%
7.5%
6.6%
1.9%
4.7%
2.8%
2.8%
55.7%
100%

For all three subscales, a Spearman’s Rank Order test was run instead of a Pearson
Correlation because the data were ordinal. According to Spearman’s rho coefficient, the
relationship between Authentic Living subscales scores and teachers’ years of experience yielded
no significant correlations, rs= .12, p = .235, N = 106. Thus, Authentic Living is unrelated to the
number of years’ experience a teacher has in teaching secondary education. According to
Spearman’s rho coefficient, the relationship between Self-Alienation subscale scores and teacher
years of experience yielded no significant correlation, rs= -.03, p = .767, N = 106. Thus, SelfAlienation is unrelated to the number of years’ experience a teacher has in teaching secondary
education. According to Spearman’s rho coefficient, the relationship between Accepting External
Influence subscale scores and teacher years of experience yielded no significant correlation, rs= .17, p = .083, N = 106. Thus, Accepting External Influence is unrelated to the number of years’
experience a teacher has in teaching secondary education.
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The second variable analyzed was teacher age as reported their survey response. All 106
participants were accounted for in analysis of this possible correlation. Descriptive statistics are
provided in Table 3 below.
Table 3
Teacher Age
Age (in years)
21-25
26-30
31-35
36-40
41-45
46-50
51-55
56-60
61-65
66 or older
Totals

n
5
9
15
15
9
14
9
18
10
2
N=106

Percent of Sample
4.7%
8.5%
14.2%
14.2%
8.5%
13.2%
8.5%
17.0%
9.4%
1.9%
100%

For all three subscales, a Spearman’s Rank Order test was run instead of a Pearson
Correlation because the data were ordinal. According to Spearman’s rho coefficient, the
relationship between Authentic Living subscale scores and age of the teacher yielded a significant
positive correlation, rs= .29, p = .002, N = 106. This indicates that for this participant group, the
older age reported by the teacher, the higher subscale score for Authentic Living a teacher
reported. According to Spearman’s rho coefficient, the relationship between Self-Alienation
subscales scores and age of the teacher yielded no significant correlation, rs =.-.09, p = .35, N =
106. Thus, Self-Alienation is unrelated to the age of the teacher. According to Spearman’s rho
coefficient, the relationship between Accepting External Influence subscale scores and age of the
teacher yielded a significant negative correlation, rs = -.32 p < -.001, N = 106. This indicates that
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for this participant group, the older age reported by the teacher, the less likely they were to report
accepting external influence as part of their identity.
The third variable analyzed was teacher gender as reported on their survey response. 105
participants were accounted for in analysis of this possible correlation. One response of “Prefer
not to say” was eliminated for statistical analyses. 69% of participants (n=73) identified as
female.
Descriptive data for the subscale Authentic Living is provided in Table 4 below.
Table 4
Teacher Gender: Authentic Living Subscale
Gender

n

Mean Subscale
Score
24.47
25.19

Median
Subscale Score
25
26

Standard
Deviation
3.56
2.98

Range of Participant
Subscale Scores
11-28
15-28

Male
32
Female
73
Total
N=105
Note: The data “Prefer not to say” was not used in statistical calculations; N=105.

To determine if there was a significant difference between the two genders “Male” and
“Female,” a Mann-WhitneyU test was run for each subscale. Males and females showed no
difference in scores within the Authentic Living subscale, with results indicating no statistical
significance, U(Nmale=32, Nfemale=73,) = 1009.00, z = -1.13, p = .26. In other words, regardless of
the participant being male or female, scores on the Authentic Living subscale were relatively
similar between the two genders of this participant group. Descriptive data for the subscale SelfAlienation is provided in Table 5 below.
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Table 5
Teacher Gender: Self-Alienation Subscale
Gender

n

Mean Subscale
Score
7.88
6.93

Median
Subscale Score
7.5
5

Standard
Deviation
4.01
3.87

Range of Participant
Subscale Scores
4-19
4-24

Male
32
Female
73
Total
N=105
Note: The data “Prefer not to say” was not used in statistical calculations; N=105.

Males and females showed no difference in scores within the Self-Alienation subscale, with
results indicating no statistical significance, U(Nmale=32, Nfemale=73,) = 985.00, z = -1.32, p = .19.
In other words, regardless of the participant being male or female, scores on the Self-Alienation
subscale were relatively similar between the two genders of this participant group. Descriptive
data for the subscale Accepting External Influence is provided in Table 6 below.
Table 6
Teacher Gender: Accepting External Influence Subscale
Gender

n

Mean Subscale
Score
13.14
12.78

Median
Subscale Score
13
12.5

Standard
Deviation
5.52
4.99

Range of Participant
Subscale Scores
4-25
4-23

Male
32
Female
73
Total
N=105
Note: The data “Prefer not to say” was not used in statistical calculations; N=105.

Males and females showed no difference in scores within the Accepting External Influence
subscale, with results indicating no statistical significance, U(Nmale=32, Nfemale=73,) = 1141.00,
z = -1.89, p = .851. In other words, regardless of the participant being male or female, scores on
the Accepting External Influence subscale were relatively similar between the two genders of this
participant group.
The final variable analyzed was the race/ethnicity a teacher reported on their survey
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response. Descriptive statistics are provided in Table 7 below.
Table 7
Teacher Ethnicity/Race
Race
American Indian or Alaska Native
Asian
Black or African American
Hispanic or Latino
White
Totals

n
1
3
7
10
85
N=106

Percent of Sample
0.9%
2.8%
6.6%
9.4%
80.2%
100%

To determine if there were significant differences in authenticity by race/ethnicity, a KruskalWallis test was run for each subscale. Descriptive data for the subscale Authentic Living is
presented in Table 8 below.
Table 8
Teacher Race/Ethnicity: Authentic Living Subscale
Race

n

Median
Subscale
Score
25

Standard
Deviation

1

Mean
Subscale
Score
25

0

Range of
Participant
Subscale Scores
N/A

American Indian or
Alaska Native
Asian
Black or African
American
Hispanic or Latino
White
Totals

3
7

24.67
26.29

25
27

3.51
1.89

21-28
24-28

10
26.9
85
26.65
N=106

28
25

1.91
3.29

22-28
11-28

The Kruskal-Wallis test revealed that there was no significant difference on the Authentic Living
subscale scores by race/ethnicity, H(4) = 7.24, p = .12. This reveals that regardless of the race of
the participant, Authentic Living subscale scores were relatively similar between all
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races/ethnicities of this participant group. Descriptive data for the subscale Self-Alienation is
presented in Table 9 below.
Table 9
Teacher Race/Ethnicity: Self-Alienation Subscale
Race

n

American Indian or Alaska
Native
Asian
Black or African American
Hispanic or Latino
White
Totals

1
3
7
10
85
N=106

Mean
Subscale
Score
5

Median
Subscale
Score
5

Standard
Deviation
0

Range of
Participant
Subscale Scores
N/A

9.67
6
6.7
7.33

10
5
5
7

1.53
2.38
3.92
4.06

8-11
4-10
4-16
4-24

The Kruskal-Wallis test revealed that there was no significant difference on Self-Alienation
subscale scores by race/ethnicity H(4) = 3.69, p = .45. This reveals that regardless of the race of
the participant, Self-Alienation subscale scores were relatively similar between all
races/ethnicities of this participant group. Descriptive data for the subscale Accepting External
Influence is presented in Table 10 below.
Table 10
Teacher Race/Ethnicity: Accepting External Influence Subscale
Race

n

American Indian or Alaska
Native
Asian
Black or African American
Hispanic or Latino
White
Totals

1
3
7
10
85
N=106

Mean
Subscale
Score
10

Median
Subscale
Score
10

0

Range of
Participant
Subscale Scores
N/A

12.67
9.43
10
13.75

15
9
9.5
13

7.77
4.61
3.77
5.3

4-19
4-16
5-16
4-25
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Standard
Deviation

The Kruskal-Wallis test revealed that there was no significant difference between any of the
races in relation to their total Accepting External Influence subscale scores, H(4) = 8.63, p = .07.
This reveals that regardless of the race of the participant, Accepting External Influence subscale
scores were relatively similar between all races/ethnicities of the participant group.

Conclusion of Quantitative Data Analysis
In reviewing results of RQ1, statistical analyses reveal most participants’ demographic
variables were unrelated to teacher authenticity scores. However, it should be noted that
significant correlations were found for the Authentic Living subscale and the Accepting External
Influence subscale and age of the participant. Older teachers were more likely to have higher
scores on the Authentic Living subscale and lower scores on the Accepting External Influence
subscale.

Qualitative Data Analysis
For this study, qualitative analysis was done using thematic analysis as suggested by
Braun and Clarke (2021). The process includes reading through all initial survey responses for
conceptual themes multiple times, emphasizing themes discovered that all fit together within the
scope of this dissertation, and then tying themes to quantitative responses provided by
participants prior to being interviewed. Themes are conceptualized as something produced by a
researcher and are formed through an agenda of careful and thorough process. To complete the
data analysis, a narrative explains each theme.
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Guiding creation of the themes for RQ2 were two specific questions derived from the
Teacher Interview, “When thinking of the word ‘authenticity’ what are some of the first words
that come to mind” and “Are there any words that do not relate to the word authenticity in your
opinion?” The specific question “What are the obstacles to being authentic in the classroom”
assisted in the creation of the third theme which answers RQ3. An additional question was asked
at the end of each interview, “Do you think that the concept of authenticity can be workshopped
or modeled for other teachers?” Results from this question revealed a fourth theme among
participants indicated that authenticity is a concept that can be workshopped or modeled for other
teachers.

Demographics of Interview Participants
Forty-three participants from the 106 quantitative responses granted permission to be
contacted for an interview. To create a diverse as possible participant list, purposive sampling
was used in this study. This eliminated some participants from the interview portion of this study
primarily because the dominant group that responded to be interviewed were white females who
had ten or more years’ experience teaching. In comparison, the state of Florida has 339,352
teachers employed within the public school system, with 5,811 employed by the district used for
this study. Of these 5,811 teachers, 4,331, or roughly 75% of teachers are female. Further, 4,734
out of the employed 5,811 teachers, or roughly 82% of teachers, are white (Florida Department
of Education, 2021. Therefore, eighteen participants were not interviewed from the original
forty-three, resulting in a final twenty-five interviews being used for data analysis in this study.
Twenty-six participants were asked to be interviewed. One participant did not respond to any
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correspondence for an interview, leaving this data set with a 96% response rate from participants.
To better understand the demographics of the interview participants, Table 11 below illustrates
each participant with regards to their number of years teaching, their age, their gender, and their
race/ethnicity.
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Table 11
Demographics of Interview Participants
Years of Experience
Age
Gender
Race/Ethnicity
Participant #1
10 or more
61-65
Female
Black or African American
Participant #2
3
26-30
Female
White
Participant #3
5
41-45
Female
Hispanic or Latino
Participant #4
10 or more
36-40
Female
White
Participant #5
7
36-40
Female
Black or African American
Participant #6
10 or more
66 or older
Male
White
Participant #7
4
21-25
Female
White
Participant #8
10 or more
61-65
Male
White
Participant #9
10 or more
56-60
Male
White
Participant #10
10 or more
61-65
Female
White
Participant #11
9
31-35
Female
White
Participant #12
1
26-30
Female
White
Participant #13
1
21-25
Male
White
Participant #14
10 or more
51-55
Male
White
Participant #15
4
36-40
Female
American Indian
Participant #16
4
26-30
Male
White
Participant #17
10 or more
46-50
Male
White
Participant #18
10 or more
51-55
Female
White
Participant #19
1
21-25
Female
Hispanic or Latino
Participant #20
10 or more
46-50
Female
White
Participant #21
10 or more
41-45
Female
Hispanic or Latino
Participant #22
5
26-30
Female
White
Participant #24
5
31-35
Female
White
Participant #25
4
26-30
Female
White
Participant #26
5
31-35
Female
White
Note: Participant #23 never responded when asked for an interview; therefore, a backup
interview participant was used, resulting in a Participant #26.
Research Question 2: What are high school teachers’ perceptions of what it means to be
authentic with their students?
After completing data analysis for RQ2, multiple theme possibilities were expressed by
participants. The possible themes regarding “When you think of the word ‘authenticity’, what are
some of the first words that come to mind?” are expressed in Table 12 below.
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Table 12
Participant Responses to What They Think Authenticity Is
Responses
“Real”
“Genuine”
“Relationships”
“Compassionate/Passionate”
“Original/Unique”
“Your own personality”
“True to self”

n
16
4
5
7
2
3
1

% of participants
16/25 = 64%
4/25 = 16%
5/25 = 20%
7/25 = 28%
2/25 = 8%
3/25 = 12%
1/25 = 4%

Over sixty percent of participants expressed the word “real” in their responses to this specific
interview question. Therefore, the theme “Teachers identify the word ‘real’ as relating to
authenticity” emerged. The possible themes regarding “Are there any words that do not relate to
authenticity in your opinion?” are expressed in Table 13 below.
Table 13
Participant Responses to What They Think Authenticity Is Not
Responses
“Fake”
“Contract Teacher”
“Untrue/Unreal”
“Being something you’re not”
“Façade/Fraud”

n
18
4
2
2
2

% of participants
18/25 = 72%
4/25 = 16%
2/25 = 8%
2/25 = 8%
2/25 = 8%

Over seventy percent of participants expressed the word “fake” in their responses to this specific
interview question. Therefore, the theme of “Teachers identify the word ‘fake’ as relating to
what authenticity is not” emerged. Specific interview participant responses are detailed in the
next few paragraphs. The frequency of these themes expressed by participants is expressed in
Table 14 below.
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Table 14
Frequency of Themes Expressed by Participants
Theme 1: “Identify ‘real’ as
authentic”
X

Theme 2: “Identify ‘fake’ as
inauthentic”
X

Participant #1
Participant #2
Participant #3
Participant #4
X
Participant #5
X
X
Participant #6
X
X
Participant #7
X
X
Participant #8
Participant #9
X
X
Participant #10
X
X
Participant #11
X
X
Participant #12
X
X
Participant #13
Participant #14
X
Participant #15
X
X
Participant #16
Participant #17
X
X
Participant #18
X
X
Participant #19
X
X
Participant #20
X
X
Participant #21
X
Participant #22
Participant #24
X
Participant #25
X
X
Participant #26
X
X
Totals
16/25 (64%)
18/25 (72%)
Note: Participant #23 never responded when asked for an interview; therefore, a backup
interview participant was used, resulting in a Participant #26.
Analysis of Themes for RQ2
Theme #1: Teachers identify “real” as a word that relates to authenticity.
Throughout the interviews with teachers, hearing one word repeated by so many

participants alerted me to its importance. The most persistent word when asked what words

70

related to authenticity was the word “real,” which was used by 64% of participants in their
interviews. Many participants used specific examples when discussing what it meant to be real in
relation to authenticity, such as Participant #1. Participant #1 was very clear in stating:
Participant #1: Because to be authentic, you have to be real. You can’t not be real, you
have to go with the now. And the reason I say you can’t…I don’t teach like I did 30 years
ago because I have to look at the now. It needs to be current, right?
Participant #1 was also very clear in her opinion by stating “everybody does not have an ear to
be a teacher. Just because they are a teacher…not every teacher knows how to teach.” Many
participants spoke with clear examples such as this one pertaining to why the word “real” was
something they chose in relation to authenticity. Participant #5 explained how real also means
that someone is transparent, explaining that “when you’re transparent…students are able to relax
a little bit more, and then they see you as human.” She further explained it in terms of “I have
emotion, you have emotions. I have good days, you have good days. I have bad days, you have
bad days. And so it makes them realize…we’re in this together.” Participant #6 was blunt in
stating authenticity “means real. It means truthful. It means you’re able to convey to somebody
that you are real and that what you’re saying has merit.” Participant #9 explained that even
though English was not the language she spoke best, she stated that real “just seems like it carries
that weight, like seriously authentic value.” Participant #10, who teaches automotive at his high
school, recalls why real is a vital word in helping understand authenticity:
Participant #10: What I teach is something that comes right out of the working worlds
and right into the classroom…Whatever I teach…it has to be real. They’ve got to be able
to walk out of the classroom, or go to the mall, and say “oh, she was talking about that
today” to be able to recognize it.
Participant #11 made it very clear that real was one of their word choices to describe authenticity
by stating “That’s just what authenticity means to me” and further that “When I think of
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authenticity, I just really think it means that you’re just being who you are, just like the truest
version of you.” Participant #12 stated that authenticity is real because “I like things at face
value. I like people to be honest, even if it hurts.” Participant #15 echoed many of the already
mentioned statements about why real is related to authenticity, stating “I think those words come
to mind first because when you think of a person’s authenticity, or an authentic person, it’s a
person who recognizes who they are in themselves and just presents that person to the fullest.”
Participant #17 explained how he knew when someone was not real, explaining “It’s very visible
to me…when you’re not being authentic.” He further elaborated on an experience with one of his
past teachers that helped him learn what it meant for someone to be authentic, relating past
teachers to being real people who he could connect with while he was in middle and high school.
Participant #18 recalls their meeting with a new principal in describing why real is related to
authenticity:
Participant #18: I just had a meeting with the principal, our brand-new principal, and he
said “listen, I’m going to be real with you just like I am real with the kids.” And you
know, you get the same person, no matter who you are; young, old, teacher student,
admin, because I’m going to give you the straight story, regardless of what you want to
hear.”
Participant #20 explained how real relates to authenticity by stating “I just think you know,
whether it’s students or faculty like experiences with them, to me authentic would be someone
who is truly like their heart.” She further explained that knowing someone is true to their heart
makes it easy to decipher between those who are and those who are not true to their own hearts.
Participant #21 recalls why real relates to authenticity when talking about how students “can see
my flaws; they know, yes. They know who I am. You know, I’m messy sometimes; sometimes,
I’m organized.” Participant #21 allows students to see the different sides to who she is, helping
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her students connect to her. Participant #25 outlines what many of the participants in this study
who stated that real relates to authenticity in a vivid description:
Participant #25: I think that it’s based on my experience in the classroom and finding
your place; knowing your strengths, weaknesses, and your personality and how that
aligns with your teaching style. And making sure that it does align with your teaching
style instead of trying to force a different management style or instructional style.
Participant #26 explained that even though she does not have a teaching background, it was
better for her to embrace her real self rather than what other teachers she has spoken to have been
taught to do:
Participant #26: I found out, while meeting other educators, that they’re literally taught to
put on a teacher persona, which blew my mind. I didn’t even know that was a thing. I
could see it and understand it, but it’s just worked out better for me to not be that way.
Theme #2: Teachers identify the word “fake” as relating to what authenticity is not.
In addition to many participants in this study claiming that “real” closely related to
authenticity, even more participants made the connection with the word “fake” closely aligning
to inauthenticity. Seventy-two percent of participants stated this word in their interviews in
response to what does not relate to authenticity. Participants again were able to provide clear
examples as to why “fake” was a word to describe inauthentic, such as Participant #4 who stated
that being fake was equal to “someone who’s trying really hard to be something they’re not and
they’re trying to maybe enforce rules they don’t believe in.” Many participants echoed this
sentiment of a person who is fake being someone who they are not. Participant #5 recalls what
the word fake means in relation to inauthentic:
Participant #5: When you’re inauthentic, I think, to me, it’s a lot more work. It makes you
have to like put on this persona. I think it leads to failure. Because being inauthentic
you’re not your true self, you’re not real. And so it’s difficult, it’s more work to like, not
be yourself or not…students can pick up on it, adults can pick up on it…that person isn’t
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real, but it’s almost like you’re a liar, I can’t trust.
Participant #18 linked the idea of being fake to being arrogant, stating that inauthentic is:
Participant #18: Fake. Putting on a show…thinking that you know everything and that
you have all the answers. Being I guess inauthentic…is not being true to yourself. I mean,
if I had to come around and hide who I really was every day, it would be really rough and
the kids would sniff that out in a second.
Other participants hinted at ideas of being fake linked to inauthentic in the form of arrogance.
Participant #9 states this clearly with his idea of an inauthentic teacher tending to “pretend like
they know everything, and they pretend like they know what’s best for everyone. I think we have
to admit that we don’t always know how to deal with everyone.”
Participant #9 also recalls their experience with relating fake to being inauthentic, stating
that “a common word these days is fake…basically what you are not, trying to be someone
you’re not.” Further, Participant #10 stated the same thing, explaining that inauthentic is “of
course fake, and pretending to be who they’re not.” Participant #10 elaborated more, stating that
a teacher who is fake is “someone who gets here at 7:10 or at 7 and leaves at 2:20…the ones who
are always thinking about the contract and whether their rights are being infringed upon. Those
people aren’t authentic. They’re here to collect a paycheck.” This idea of a teacher only showing
up for what many refer to as their “contract time” came up frequently when interviewing
participants about what being inauthentic meant, especially when they linked fake to a teacher
who is only present for “contract time.” Participant #14 linked the idea of being fake to the
“contract time” idea as well, stating that “you show up at 7:15, you leave at 2:40…you’re not
making the content alive for the students…you’re just going through the motions…you’re a
trained robot.” Participant #20 also mentions the idea of a “contract time” teacher being someone
who is fake stating that “this is not just a, you know, 7:20 to 2:20 job.” Participant #21 also
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mentions the idea of a “contract time” teacher being fake when talking about her recent
experiences in a new school. She states that the inauthentic feeling of the new campus was
obvious when “I started teaching here (it) was the fact that everybody will get here by the bell
and disappear by 2:30.”
Participant #11 describes the idea of fake a bit further, stating again the same thing that
someone who is inauthentic is “Fake. Trying to be something that you’re not, hiding something
dishonest, that kind of thing.” Participant #12 linked the idea of being fake to the presentation in
front of students, stating that “as a teacher especially when you force your kids to do something
that you yourself aren’t willing to do, or you don’t try and understand from their point of view
what’s going on” that this behavior is viewed as fake. Participant #17 describes the idea of fake
stating “I think inauthentic people try too hard. I think they try to put on personas that they think,
I don’t know, I want to say that people accept but they think is what it’s supposed to be.”
Additionally, Participant #19 echoed what other participants had said about being fake stating
that a person who is fake is “posing…wearing a mask.” Participant #20 elaborates on this stating
that inauthentic is equal to “fake, hypocritical, (and) phony.” Additionally, Participant #20
alluded to the idea that in teaching, being fake is part of an overall plan of some teachers and
administrators, stating:
Participant #20: I just think that, you know, even if it’s an administrator role, that’s just
kind of like, almost a steppingstone. We’ve had that, you know, where we have people
come in and they seem like, you know, it’s not really that they’re vested in the student
body…they’re just kind of using us as like a means to an end.
Participant #20 made statements that helped form what possibly are obstacles to teachers being
authentic in the profession, forming the theme that helps explain RQ3.
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Research Question 3: What do teachers view as obstacles to being authentic in the profession?
After completing data analysis for RQ3, multiple theme possibilities were expressed by
participants. The possible themes regarding “What are the obstacles to being authentic in the
classroom?” are expressed in Table 15 below.
Table 15
Participant Responses to What Obstacles Prevent Teachers in Being Authentic
Responses
“Administration or Rules”
“Holding back beliefs”
“Non-Education Degree”
“Being ‘Politically Correct’”

n
16
2
4
4

% of participants
16/25 = 64%
2/25 = 8%
4/25 = 16%
4/25 = 16%

Over sixty percent of participants revealed that administration or the rules set by administration
was the main response. Therefore, the theme of “Administration or rules set by administration is
the main obstacle teachers face in being authentic” emerged. The frequency of the theme is
presented in Table 16 below.

76

Table 16
Frequency of Theme Expressed by Participants
Administration or Rules
X
X
X

Participant #1
Participant #2
Participant #3
Participant #4
Participant #5
X
Participant #6
X
Participant #7
X
Participant #8
Participant #9
X
Participant #10
X
Participant #11
Participant #12
Participant #13
X
Participant #14
X
Participant #15
X
Participant #16
Participant #17
Participant #18
Participant #19
Participant #20
X
Participant #21
X
Participant #22
Participant #24
X
Participant #25
X
Participant #26
X
Total
16/25 (64%)
Note: Participant #23 never responded when asked for an interview; therefore, a backup
interview participant was used, resulting in a Participant #26.
Analysis of Theme for RQ3
Theme #3: Administration or rules set by administration is the main obstacle teachers face in
being authentic.
Many participants indicated that in some way that administration or rules teachers are
expected to follow was the main obstacle teachers face when being authentic. Participant #1
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provided a very detailed explanation as to why administration is an obstacle:
Participant #1: Administration, because, and the rules and regulations. And the reason I
saw that when the higher up make these rules and regulations, even legislation is they
never ask who’s in the classroom, who’s the one implementing these things they give
me…but yet you (administration) spend thousands of dollars on that instead of asking
the teachers who are already in the classroom and really successful what they are doing.
Participant #1 was clear that this obstacle is one that “seasoned teachers” would experience more
than newer teachers. Participant #2 aligned the idea of rules with being “politically correct,” but
also wanted to be clear that “maybe it’s not, maybe it’s the school they’re at…maybe you don’t
fit the school’s vision, doesn’t mean your vision is wrong…that is something possibly something
to block authenticity from being in the classroom.” When some teachers may not fit the school’s
vision, this can sometimes elicit fear in a teacher, as Participant #5 explains:
Participant #5: I think sometimes the biggest obstacle, and I probably shouldn’t say this
out loud, but… it’s like, all the red tape. You know, sometimes…I may have a girl in my
class, but you know, we need to talk about feminine things, not because I want to
embarrass her, but because, like, I want her to be her best. And if I say something that I
have to worry about, oh, if I say it the wrong way, and it can come back to bite me or,
you know, will it be taken the wrong way?
Participant #5 continued explaining that “because of the boundaries that are set, because of fear,
that sometimes makes it hard.” Participant #7 expanded on this idea of fear of breaking the rules
being an obstacle in authenticity by recalling:
Participant #7: What’s going against your contract, and what’s going on in like the world,
like saying the right thing, and making sure you’re appearing to everybody and making
sure you’re not offending anybody. Like, finding a line between what you believe in and
kind of keeping that outside of the classroom to make everyone comfortable.
Participant #7 continued later in the interview that “I feel like some, like, a lot of us are so scared
of like, the rules, and like how rigid everything is. Nobody wants to be like a news article.”
Participant #6 describes the factors concerning administration and rules being an obstacle
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for being authentic, “all teachers face it. Because of the system. I think all teachers face it
because the system puts it in place, the system meaning the educational system, the way we
educate people.” Participant #6 continues by stating that “I mean, obviously the principal has a
lot to do with it. What his or her main focus is, I think that has a lot do with it.” Participant #15
combined the idea of fear of administration and rules with the idea of the “system” by simply
stating “Is it horrible to say the system itself?” Participant #15 explained further by stating “I
approach my students on a day-to-day basis, but this is different than when I get the email saying
that the district is coming through.” When asked if she does things drastically different when the
district officials come to her classroom, she stated “Yes. Definitely.” Participant #10 expanded
on this idea by explaining that “Sometimes when administration changes direction, and really
isn’t clear about why we’re changing direction, and what we’re doing” that it makes it more
difficult to be authentic. Further, Participant #13, even though very new to the teaching
profession, had already heard about how administration could be an obstacle to being authentic,
stating “maybe administration choices…I haven’t run into any issues just because my timeframe
has only been like, two or three months of experience…I’ve heard that administration can be an
obstacle.” Participant #21 explains how it is important to be on the “good side” of administration
which can be hindering authenticity by explaining:
Participant #21: Administration. Politics more than administration, you know, diplomacy.
Everybody is too busy being diplomatic about everything…many prefer to be in the
good…the good side of an administrator, or rather, say things the way they (the
administrator) feel or the way they see it.
Participant #24 explains how authenticity can be hindered by “administration that could kind of
make it challenging.” She further explains that “I try to follow the rules as much as possible. But
I know there’s some teachers that maybe that’s not their teaching style, it doesn’t fit in with their

79

roles, and they tend to have some issues.” Participant #25 echoed what Participant #24 explained
by revealing “I would say if you had a different more contentious, dynamic, or like distant
(administrator) it might be fully hard to embrace your role as a teacher.”
Participant #9 discussed the obstacles being rules by explaining how sometimes giving a
compliment to a student can be taken the wrong way, explaining:
Participant #9: They see (it) as flirtatious…sometimes intent goes missing because kids
are so diverse, they might see something as being inappropriate, where I feel that’s a
way to break the ice. You know, I compliment a kid…and then they may take it the
wrong way. Breaking that, or even getting that trust, I think that’s probably the biggest
obstacle.
Participant #14 explains that one big obstacle is administration because they are often
unaware of content taught in all the various types of classrooms, explaining that:
Participant #14: The administrators are coming out of academic or core classes from
their own experience. They don’t know what they don’t know. And that’s even on the
county level…only one or two of them out of the ten have ever been in a current
technical education classroom… it’s like, they come up with the wonderful ideas, but
it’s like, that won’t work. Because this is different.
Many participants explained how administration can elicit fear, as well as being held to
follow rules and regulations, which limits a teacher being more authentic. However, I was
curious if these ideas participants had on being authentic could be expanded upon. I decided to
ask if the idea of being authentic is something that is learned or is it something innate. I then
asked if the concept of authenticity could be workshopped or modeled. These ending questions
led to an additional theme revealed within the interview participants.
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Additional Theme of Interest
Through the interview process, an additional theme emerged in discussions with
participants that was not part of the original research questions I set out to explore. When asked
if the concept of authenticity could be workshopped or modeled for other teachers wanting to
learn about authenticity, twenty-two out of the twenty-five interview participants responded with
language indicated that yes, it can be. Therefore, the theme of “Authenticity can be workshopped
or modeled for teachers” was explored. The frequency of the theme expressed by participants is
presented in Table 17 below.
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Table 17
Frequency of Theme Expressed by Participants
Authenticity can be workshopped/modeled.
X
X
X
X
X
X
X

Participant #1
Participant #2
Participant #3
Participant #4
Participant #5
Participant #6
Participant #7
Participant #8
Participant #9
Participant #10
X
Participant #11
X
Participant #12
X
Participant #13
X
Participant #14
Participant #15
X
Participant #16
X
Participant #17
X
Participant #18
X
Participant #19
X
Participant #20
X
Participant #21
X
Participant #22
X
Participant #24
X
Participant #25
X
Participant #26
X
Total
22/25 (88%)
Note: Participant #23 never responded when asked for an interview; therefore, a backup
interview participant was used, resulting in a Participant #26.
Additional Theme Analysis
Theme #4: Authenticity can be workshopped/modeled for teachers.
Participants had already revealed their views on authenticity and what they thought
authenticity was not. Throughout talking with each participant however, I wondered if they felt
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what they understood about authenticity could be in some way shared, modeled, or
communicated with other teachers. This led to me asking participants at the end of each
interview if they felt this concept of authenticity could be modeled or workshopped. Their
responses and explanations are in the following paragraphs.
Participant #1 summarized what she thought about other teachers and authenticity by
explaining:
Participant #1: It’s just like the students. They don’t know what they don’t know until we
pull it out of them…So once you may know something like… you have this gift for
making students be confident, you have this gift of having a listening ear, you have this
confidence and make your students feel like “hey, I’m a great learner.” When you target
those gifts, then I think you will be an extraordinary teacher.
Participant #2 explained that authenticity could be taught if the concept was “explicitly define(d)
and give background knowledge on what authenticity is, because a lot of people don’t really
know.” She also explained that someone would need to “give examples of what it looks like in
the classroom…maybe do a small group where they share, even though that might be hard”
because each person would be coming to the workshop with possible ideas of what authenticity
is. Participant #3 made an explicit claim that if someone were to workshop authenticity that “it’s
not something that you’re going to get only with one training…because you are going to impose
on them…you need to show examples. You need to show them a positive way to do it…help
them grow with it.” However, though many participants did say it could be workshopped or
modeled for others, many participants expressed that it “would be a challenge” as Participant #4
explained. She further explained:
Participant #4: Let me say that there’s the caveat that I think it can be developed, I don’t
think that necessarily can be totally taught…you have to have a bit of…sense of self.
Like, they still can’t teach you who you are. But I think that there are probably ways that
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we can help people learn who they are, and how that can translate to what it would look
like in the classroom to be an authentic person in the classroom with the students.
People learning who they are was important to participants and their confirmation of authenticity
workshops or modeling, such as Participant #11 who explained that “I think it would be maybe
hard as a presenter…teachers can be so different… what actually works for them, their authentic
teaching style…I don’t know that you can teach that.” She further explained that “But if you can
make it like, I think it’s probably inside everybody somewhere…so if there’s a way to bring it
out” that this method would be ideal.
Participant #5 echoed what participant #4 stated in that “I don’t think you can teach
someone necessarily how to be their authentic self, but just to have awareness. And then
sometimes…the result is being authentic.” What it means to be authentic was something many
participants mentioned teachers would need to understand for the teacher to put authenticity to
work in the classroom. Participant #25 indicated that “it could be derived from, you know,
identity workshops… or like looking at your personality or values assessment…so that people
can be more aware of themselves and how they’re coming across.” She further explained that
teachers could do this by “having someone observe you and then get feedback, like, how is this
coming across, or even videotaping yourself and seeing the vibe that you’re putting off to the
students I think would be helpful for people to self-check.”
Participant #6 offered that authenticity can help with a teacher’s classroom management,
explaining:
Participant #6: It’s because they know what you’re saying is valid. They know you’re
authentic. They know you’re not doing it to hurt them. You’re doing it because you want
them to be successful. And that’s the difference. And it’s something that can absolutely
be taught. But it’s not taught overnight. It needs to be a series of steps.

84

Participant #7 offered the same idea as Participant #6, stating “it’s like a workshop theme…if
you were exposed right away to somebody who was very authentic it would be like natural to
you.” She further went on stating “I think you can grow into it… or somebody could model it
maybe…I don’t think anyone can pull it up in a PowerPoint presentation and try to teach me in a
30-minute PD how to do it.” This reveals that if someone were to attempt to workshop or model
authenticity, it could not be a one stop workshop; it would need to be a series of workshops,
which was expressed by many participants. Participant #10 stated this explaining “part of it can
be picked up at a workshop or a training, that type of thing. But…the teacher has to buy into it.
And not only buy into it, believe in it.” Participant #12 explains this as well, stating “I think you
have to be willing to be authentic…that’s the big part of it…you’d have to be willing to, and you
have to also want to.” Having teachers believe this idea would benefit them in their classrooms
and would be a hurdle based on what the participants said. Participant #24 also explains how buy
in is crucial, stating “I think in order for it to work in like a PD form, there has to be buy in so
that the teacher has to want to improve or be more authentic.” She further explained that “it’s not
going to do anything unless they have buy in. They have to be able to self-analyze and then want
to change or want to improve.” Participant #13 echoed this idea, stating “I think it needs to exist
in the first place, even just a tiny amount.” When asked if authenticity could be developed with
teachers, he answered confidently “yeah, absolutely.” This answer, coming from a participant
who has limited teaching experience and background knowledge, could be a glimmer of hope in
configuring a way to workshop or model authenticity for newer teachers.
Participant #15 echoed ideas of other participants, stating “I think it’s very natural and
inclusive and some people have that, or even people that recognize they’re not being authentic
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and can hopefully be counseled in the right way.” Like other participants, she agreed that “I think
it just takes a lot of self-recognition” in relation to understanding authenticity. Participant #16
mentioned specifically he wished he “would have had before I started teaching was like, being
able to shadow someone. Because I think when you had to do observations and stuff, it’s
probably, the most I ever learned about teaching came from that specifically.” Other participants
also expressed being able to watch someone who was authentic or have the concept of
authenticity modeled for them, and this specific indication of a request for that helps affirm other
participants statements. Participant #17 elaborated on this idea, suggesting a more mentoring
approach in the form of “be(ing) a one-on-one thing…it would have to involve them being
willing to open up sometimes to maybe do things that you never think about doing.”
Participant #18 suggested a type of workshop where someone could demonstrate both
examples and non-examples of what authenticity would look like, explaining:
Participant #18: Have a person come in, and be all that, think they’re all that and a bag of
chips, when in reality they’re not and then have somebody come in and be real, and the
teacher should be able to see that…hopefully they would pick up on it and have an “oh
that is so much, a much better teaching style.
Though this method is one that could potentially work, Participant #19 explained that “nothing
that can be done is like a foolproof method for like everyone” implying that some workshop
scenarios may work for some teachers, and some may not. Participant #21 echoed this idea as
well, stating “I think in some people you can develop it. You know, I think there’s hope,” but
also acknowledging that not all teachers can develop authenticity for their students. Participant
#20 offered that in some cases, teachers may need to more “understand like, you know, how you
relate to the kids how you were professional, like, you know, yourself.”
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Participant #22 suggested the idea that “authenticity is like a trial by error learning
experience.” She explains through her own process in detail:
Participant #22: I think you can sit them (another teacher) down and explain like, this is
how I run my classroom. And by being authentic with my students and telling them
what’s going on, I can build those relationships that earn respect. And then I am able to
do these things in my classroom, and that’s why they’re successful. But I’m not sure that
you can lay out exactly what it looks like for each person.
She further explains what she means by “what’s going on” indicating that she has told her
students about life events such as “my dad died over Christmas break my third-year teaching”
and that “I’m getting married next year.” These events are what helped her build relationships
with her students because they “saw I (she) was a person.” Participant #26 was similar in
explanation to this explaining how being authentic “helped me learn that I could be me...in front
of students.”

Conclusion of Qualitative Data Analysis
When reviewing interviews and responses from participants, participants overall
answered quickly when asked what was related to authenticity and inauthenticity. Participants
sometimes did struggle trying to explain why they chose such specific words. Through guiding
questions, participants were able to express how they came to those specific words. Participants
also were hesitant overall in mentioning that it was in some form rules or their respective
administration being an obstacle to authenticity. However, once I assured participants responses
would be confidential and not shared with their respective administrator, they were more willing
to share and provide details for their responses. Further, the overall conclusion on authenticity
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being workshopped or modeled was that although most participants agree it can be done, there
are many stipulations and caveats to consider in attempting to do this.
Themes that came out of these interviews with participants are important in
understanding secondary teacher authenticity. However, reasoning as to why maybe their
responses were what they were can be further examined by reviewing their authenticity scores
from the quantitative portion of this study.

Relationship of Quantitative Data to Qualitative Data
Additional analyses were conducted to identify possible relationships between subscales
scores and participant responses. Participants in the interview group averaged a higher score on
the Authentic Living subscale and lower average scores on the Self-Alienation and Accepting
External Influence scales. Further, the average age range of participants in the interview group
was much older than of the entire participant pool, with over half the participants responding
with their age as 36-40 or older. This could have attributed to why the average scores of the
participants in the interview group were more extreme than that of the overall sample. Chapter 5
will present further discussion about the relationship of the quantitative data to the qualitative
data. Table 18 shows each interview participant’s subscale scores.
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Table 18
Interview Participant Subscale Scores
Interview Participant #

Authentic Living
Self-Alienation
Accepting External
Score
Score
Influence Score
1
28
4
8
2
20
4
18
3
28
10
13
4
28
7
15
5
25
5
11
6
28
4
9
7
26
4
25
8
24
9
12
9
27
4
12
10
23
7
17
11
24
5
16
12
24
14
20
13
28
4
12
14
23
19
17
15
25
5
10
16
21
11
12
17
28
4
5
18
27
9
14
19
22
5
15
20
27
4
6
21
28
4
7
22
28
4
12
24
22
7
20
25
21
4
13
26
28
4
14
Average Score of
25.32 (out of
6.44 (out of
13.32 (out of possible
Participants
possible 28 max) possible 28 max)
28 max)
Note: Participant #23 never responded when asked for an interview; therefore, a backup
interview participant was used, resulting in a Participant #26.
Summary
Throughout the course of this study, a total of 106 participants completed the quantitative
portion and for most statistical analysis, all 106 participants were used. The only exception was
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in looking at gender; the one participant who answered “Prefer not to say” was removed from the
data set to conduct a Mann-WhitneyU test. For the qualitative portion of this study, twenty-five
interviews were conducted through purposive sampling to create the most inclusive sample
possible. Interviews were done using the Teacher Interview template and an audio recording
device was used so interviews could be transcribed later for data analysis and coding. The
purpose of this study was to explore secondary teacher authenticity in both quantitative and
qualitative formats and learn information to form a clearer idea of secondary teacher authenticity.
Quantitative analyses were conducted using SPSS and qualitative analyses were conducted using
methods proposed by Braun and Clarke (2021) including reading through initial survey
responses for conceptual themes, emphasizing themes that fit together within the scope of this
dissertation, and then tying themes to quantitative responses provided by participants prior to
being interviewed. To finish, a narrative explained how qualitative data related to quantitative
data is completed. The information from all data analyses was used in answering this study’s
research questions.
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CHAPTER FIVE: DISCUSSION AND CONCLUSIONS
Introduction
The purpose of this mixed methods study was to explore various interpretations of
teacher authenticity. These explorations could possibly explain how to operationally define
secondary teacher authenticity through a clearer understanding of the construct. For the
quantitative portion of this study, participants completed a survey comprised of The Authenticity
Scale questions along with demographic questions. For the qualitative portion of this study,
methods suggested by Braun and Clarke (2021) were used to help form the themes and
conclusions from the interviews. Interviews were conducted with specific participants who
acknowledged they would be open for an interview on their surveys. Purposive sampling was
used to form the most representative sample possible and therefore provide the fairest reporting
of results for this study. Both quantitative and qualitative results were used in answering the
research questions that guided this study, which were as follows:
1. Do teachers perceive themselves as authentic; if so, is teacher authenticity related to
teacher demographics?
2. What are high school teachers’ perceptions of what it means to be authentic with their
students?
3. What do teachers view as obstacles to being authentic in the profession?
This chapter will begin by focusing on the quantitative results discussing in detail significant
and other findings. Further, qualitative results pertaining to the themes found within interviews
conducted with participants will be discussed. These results will be discussed in conjunction with
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literature that was reviewed to conduct this study. This chapter will also provide limitations,
implications for future research, and the overall significance of this study. As Cranton and
Carusetta (2004) said in their research, “(a)uthenticity in teaching has been a relatively neglected
area of study” (p. 21). Therefore, this study helps in revealing more information about
authenticity in teaching.

Summary of Quantitative Findings
Research Question 1
Do teachers perceive themselves as authentic; if so, is teacher authenticity related to teacher
demographics?
The purpose of this research question was to understand if secondary education teachers
perceived themselves as being authentic. In addition, investigating whether characteristics such
as age, years of teaching experience in secondary education, ethnicity/race, or gender were
related to teacher authenticity was also of interest. In reviewing results from participants surveys,
teachers did view themselves as authentic as evidenced by high average scores results on the
Authentic Living subscale. Additionally, all demographic research variables were unrelated to
authenticity except for teacher age being negatively correlated to the Accepting External
Influence subscale score and teacher age being positively correlated to the Authentic Living
subscale score. This could be attributed to many reasons.
For example, a significant correlation between years of experience and any of the three
subscales may not have been found due to some teachers in the sample not being from education
backgrounds. I am not someone who graduated from an education program. Rather, I am a
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graduate of a clinical mental health counseling program and hold subject area bachelor level
degrees. In my counseling program, the concept of authenticity is heavily emphasized due to the
intimate nature of being a mental health counselor. In my first year of teaching, I was never
faced with discipline problems despite administration checking with me often about any behavior
concerns my students could be expressing. The previous teacher however was reportedly
requiring administration help at least once a week because of their discipline issues. The
previous teacher was a product of an education program; however, he faced many problems with
students that I did not face. I attribute this to being genuine and real with my students from the
first day I walked in the classroom, just as I would be with a new client I meet for the first time.
Also, someone who is authentic is not limited to confinements such as the gender of a
person. Gender is defined not only by the biological parts on a person, but also how they identify
and connect with who they are on the inside. When a person has done the self-exploration to
learn, accept, and be comfortable with the person they are, it is assumed that authenticity of that
person would be high. The discovery through gender is not something on a set time schedule,
however. People figure this out on their own schedule, with some being very early in life and
some later. Therefore, finding no significant correlations between gender and authenticity levels
was expected.
Further, someone who is authentic is not limited to the restriction of what race they
identify. Race and ethnicity help a person understand their background and cultural upbringing.
Understanding one’s own race or ethnicity helps an individual learn reasons why they are the
way they are. Many cultures have distinct experiences and traditions that help a person learn
about themselves. These experiences and traditions often celebrate and enhance someone’s
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identity, further allowing the person to be authentic with themselves. This can happen for people
in various stages of their lives and is not limited to just when a person is young. Hence, finding
no significant correlations between race or ethnicity and authenticity levels was also expected.
These findings assist in learning about what secondary teachers’ authenticity levels are
not influenced by. However, one research variable, the age of the participant, did relate to two of
the authenticity subscales in the expected direction. First, Authentic Living subscale scores were
on average higher as the participant reported age was older. These results are consistent with
previous literature explaining that people who have more concrete operational thinking patterns
are usually uninfluenced by the people around them (Malerstein & Ahern, 1979). People who are
older have already solidified many thinking patterns and cognitive processes that they use
successfully in their lives. They are comfortable with their decisions and are not seeking to earn
validation from others (Malerstein & Ahern, 1979). Therefore, learning that teachers who
reported an older age usually reported a higher Authentic Living subscale score is
psychologically reasonable.
Further, Accepting External Influence subscale scores were on average lower as the
participant reported age was older. The results of participants’ surveys provide supporting
evidence that as a teacher grows older, they would present as more authentic than someone who
is younger. An older adult has thinking patterns that are concerned with controlling their lives
through functions rather than insecurities and possible identity confusion, which are usually
dominate for younger people (Dunkel & Harbke, 2016). As someone grows older, they enter a
different psychosocial stage of development called generativity versus stagnation (Dunkel &
Harbke, 2016). This stage is defined as one that sees the adult figuring out their legacy or
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influence over generations of people coming after them. Someone who is in this stage of
psychosocial development is more often aware of who they are. Therefore, this makes sense that
a person would accept external influences much less often than someone who is younger and
therefore more impressionable (Dunkel & Harbke, 2016).

Summary of Qualitative Findings
Research Question 2
What are high school teachers’ perceptions of what it means to be authentic with their students?
Theme #1: Teachers identify “real” as a word that relates to authenticity.
The purpose of this research question was to learn why teachers chose the words they did
for what authenticity meant. Though participants stated many words about authenticity, most
participants revealed that the word “real” was most common in relation to what authenticity
meant to them. Other word choices they used included genuine, original, and compassionate.
These results are consistent with findings from various researchers.
Cranton and Carusetta (2004) describe five categories that their participant group
identified as authenticity: Self, Other, Relationship, Context, and Critical Reflection. Concerning
the area of Self, this was understood as someone who knew oneself as both a teacher and a
person outside of teaching (Cranton & Carusetta, 2004). These findings are consistent with
participants in this study, who answered with words such as real, genuine, and original, such as
Participant #2 who explained that being authentic was being “unique, being yourself…being
original and being different or memorable.”
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This study aimed to help reveal more information on authenticity in high school teachers
for this reason. Further, Keller et al. (2018) researched authentic enthusiasm of teachers.
Specifically, they were interested in learning if the enthusiasm a teacher presents is being
perceived as authentic or inauthentic, and if the teacher’s enthusiasm, whether it be authentic or
not, could yield the same results from students. Teachers in their study who reported being
genuinely enthusiastic with students saw the same being reported by students about those
specific teachers. Additionally, students who perceived the teacher as being inauthentically
enthusiastic did not have students report their teachers as being enthusiastic. Participants in this
study aligned with results found in this study stating that authenticity is linked to genuineness,
such as Participant #14 who stated that authenticity was synonymous with being “genuine,
original…you own what it is that you’re doing.” Further, Participant #22 explicitly stated that
authenticity is synonymous with “enthusiasm” and “eager” to work with students in a genuine
capacity. This mirrors what student participants perceived from the Keller et al. (2018) research
study.
Specifically working with college professors, Kreber, McCune, and Klampfleitner (2010)
describe six dimensions of authenticity developed by participant responses. The first dimension,
“being sincere, candid, or honest” was described as someone who was not intentionally trying to
hide anything about themselves and was open about their solutions to solving problems in the
classroom (Kreber et al., 2010). Specific word choices teachers responded with in this study with
align with the ideas mentioned within the first dimension, such as Participant #’s 6 and 9 who
used the word “transparent” meaning the teacher is honest. Further, the second dimension,
summarized as being true to oneself, is described in detail as someone who is not presenting a
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stage character to their students but rather is true to their own character (Kreber et al., 2010).
This finding aligns with the participants’ responses because of their specific word choices and
examples, such as Participant #15 who shared that someone who is authentic is “a person who’s
real and presents themselves as who they are, as opposed to putting on a show for another
person.” This possibly suggests that what college professors describe as authentic in their role
mirrors what high school teachers also view as authentic in their roles (Kreber and
Klampfleitner, 2012; Ramezanzadeh et al, 2016a).
Continuing their research with college professors, Kreber and Klampfleitner (2012) also
found that the shared perception of teachers and students pertaining to authenticity revolves
around someone perceived as caring, kind, and responsible. This aligned with participant
responses in this study, who described multiple times that a teacher who is authentic is someone
who cares about their job. Participant #7 stated that authentic in relation to teacher identity
means someone is “caring…nurturing, and smart in their field” as well as someone who is
“approachable.” Participants also responded with the idea of kindness in their responses, such as
Participant #13 who explained how kind and responsible relate to an authentic teacher who is
“passionate, either about your subject or about helping students to work…wanting to help kids
and of course love for your subject.” Further, Participant #10 explains that being kind is related
to being compassionate, stating that “authenticity is in that compassion umbrella, having to be
compassionate” is important to being authentic as a teacher. Additionally, Participant #13
illustrates the idea of caring when describing his passion for teaching United States history,
stating that “I like to think of myself as an authentic teacher. I have a very strong love for US
history and a desire to see my students grow.” This again possibly suggests that what college
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professors are continually saying about being authentic in the professor role mirrors what
teachers in high school view as authentic in their role (Kreber and Klampfleitner, 2012;
Ramezanzadeh et al, 2016a).
Kreber and Klampfleitner (2013) learned through another study done with college
professors and students that the phrase “really good teacher” was closely associated with a
professor who was authentic. This conclusion mirrors participants’ responses in this study,
aligning the idea of a good teacher being one that is authentic. Participant #24 explains, “I’ve had
students ask me a question that I didn’t know the answer to” but rather than come up with an
answer on the spot, she does not “try to tell them wrong answer or just make something up.” She
stated that she would rather “tell them I don’t know the answer. I feel like that benefits them
more than coming up with something that might be wrong.” Again, statements like these made
by high school teachers could possibly be linked to the statements that college professors say
about their own perspectives of being authentic (Kreber and Klampfleitner, 2012; Ramezanzadeh
et al, 2016a).

Theme #2: Teachers identify the word “fake” as relating to what authenticity is not.
Again, the purpose of this research question was to learn why teachers chose the words
they did for what authenticity meant. Specifically, this second question was to learn words that
meant the opposite of authenticity to help learn what authenticity is not.
Looking again at Cranton and Carusetta (2004) and the five categories they discovered,
the area of Self was understood as someone who knew oneself as both a teacher and a person
outside of teaching (Cranton & Carusetta, 2004). Therefore, the opposite of this would be
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someone who does not know oneself and is in turn being as many participants stated, “fake.”
This direct opposite of what authenticity entails was reflected by Participant #9 stated that he felt
the opposite of authenticity was “fake” or “hypocrisy to some extent.” He also shared that he
related the idea of inauthenticity to “pseudoscience,” meaning that people are presenting
something that is full of hype but has little truth. Participant #14 also shared this idea when he
stated inauthentic meant “fake. Plagiarism…copycat. You’re not doing your own work…you’re
just going along with the motions rather than being yourself.”
Kreber, McCune, and Klampfleitner (2010) describe six dimensions of authenticity
developed by participant responses, with the first being “being sincere, candid, or honest.” This
was described as someone who was not intentionally trying to hide anything about themselves
and was open about their solutions to solving problems in the classroom (Kreber et al., 2010).
Therefore, the direct opposite of this would be presenting as closed off in solving problems with
students and intentionally trying to hide information about themselves. Participant #18 in this
study presented an idea that was similar with this concept, stating that someone who is the
opposite of authentic is “fake” and “putting on a show.” Additionally, Participant #19 presented
the idea that someone who is inauthentic was someone is “fake” and “wearing a mask” in front
of their students. “Putting on a mask” clearly exemplifies the concept of hiding information from
their students because the mask is a shield between the educators and the students. Further,
Participant #24 described the idea of inauthenticity as “fake” and “guarded,” explaining that a
teacher cannot be authentic if they are guarded in front of their students and incapable of
connecting with their students. This possibly suggests that what college professors describe as
inauthentic or not conducive in their role mirrors what high school teachers also view as
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inauthentic or not favorable in their roles (Kreber and Klampfleitner, 2012; Ramezanzadeh et al,
2016a).
Kreber and Klampfleitner (2013) learned through another study done with college
professors and students that the phrase “really bad teacher” was closely associated with a
professor who was inauthentic. Participant #18 mentioned in relation to being inauthentic that a
teacher would act as they would be “thinking you know everything” and “not really enjoying
children.” Participant #18 presented as angered and passionate that on her campus, there were
teachers who did not enjoy children, especially teenagers. Those specific teachers’ presentations
were inauthentic because of this. Further, Participant #4 understood the “really bad teacher” as
inauthentic when she explained that “I would say someone who’s trying really hard to be
something they’re not” or even “trying to maybe enforce rules they don’t believe in.” She further
explained this as a teacher is merely “playing a role versus being a teacher” and that students
again cannot connect to a teacher who operates in this way. Statements like these made by high
school teachers again could possibly be linked to the statements that college professors say about
their own perspectives of being inauthentic. But, although there were many links between past
research and participants statements in their interview, other statements made by participants
closely relate to research pertaining to why teachers cannot be authentic in their classrooms.
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Research Question 3
What do teachers view as obstacles to being authentic in the profession?
Theme #3: Administration or rules set by administration is the main obstacle teachers face in
being authentic.
The primary purpose of this research question was to understand what high school
teachers viewed as obstacles or barriers to being authentic in their profession. Participants
expressed an overall theme of administration or rules being the primary reason teachers are
blocked from being more authentic. Further, specific participants stated that they must hold back
their own beliefs on topics due to the contract that teachers sign when working in the school
system. These results are consistent with findings from Ramezanzadeh, Adel, and Zareian
(2016a), stating that teachers who attempt to be authentic could be restricted in doing so due to
administration or expectations of the education system. In their study, due to this reason, anger
was a common emotion tied to authenticity from their participant group (Ramezanzadeh et al.,
2016a). The frustration of administration preventing teachers from being authentic was
specifically mentioned from many participants in this study. For example, Participant #1 was
explaining how administration can sometimes be misguided, fueling the anger that is felt by
teachers when she says “you pay them all that money…threw them (surveys) in a book…but
what happens when you do that, and you buy into it? Exactly. Nothing.” Her feelings of
frustration are not uncommon, as Participant #10 explains that frustration can happen “when
administration changes direction, and really isn’t clear about why we’re changing direction and
what we’re doing.” This exact idea again matches Ramezanzadeh et al. (2016) because those
expectations of the educational system, or in Participant #10’s case the administration, are
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unclear and therefore hard to follow. Further, it was clearly stated when Participant #15 said “is
it horrible to say the system itself” implying that both administration and colleagues in the
educational system are to blame for teachers being unable to practice authenticity. She further
goes on to say:
Participant #15: The system is the biggest thing that…beats teachers down. And I don’t
know if just because it’s reading and I’m forced to do what I have to do as opposed to
what should actually be done. That’s a struggle for me. Big time.
Anger at administration, specific rules, and the educational system itself helped reveal the theme
that answered the third research question.
Teachers often attend professional developments on a variety of topics. However,
administration could potentially attend a professional development workshop as well in
understanding secondary teacher authenticity and its role in the classroom with teachers. This
could alleviate misinformation about authenticity and provide administrators a clearer idea as to
how this can benefit teachers in a positive way. Curiosity prompted questioning to the interview
participants about their ideas and thoughts as to if authenticity was a topic that could be brought
to a workshop or possibly modeled. What was discovered about teachers’ opinions on this was
unexpected.

Additional Theme of Interest
Theme #4: Authenticity can be workshopped/modeled for teachers.
Although this was not a primary research question, the idea of if authenticity could
possibly be workshopped or modeled became of interest during interviews with participants.
When asking participants if the idea of authenticity could be workshopped, modeled, or in some
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way shared with other teachers, twenty-two out of twenty-five participants said yes. The methods
that were provided by teachers as to how the idea of authenticity could be workshopped,
modeled, or in some way shared varied greatly. One common method was that teachers could
participate in some type of self-awareness workshop or in some way learn about themselves in a
more direct and intimate capacity. This pattern of outcomes and statements relates to findings by
Ramezanzadeh et al. (2016a). They discuss in their findings that once people understand their
own identity through self-exploration, they can then understand the power of being authentic in
their presentation. Participants repeated this idea, such as Participant #2, who stated “you would
have to explicitly define and give background knowledge on what authenticity is” as well as
“give examples of what that looks like in the classroom.” Participant #3 explained that if this
were to be modeled, you would “need to show them that this is a positive way to do it” in
reference to authenticity in a classroom setting. She emphasized that teachers need to be aware of
their own selves and view examples of how authenticity would look in the classroom as the best
practice in learning about authenticity. Participant #4 clarified that she thinks it “would be a
challenge. Let me say that there’s a caveat; I think it can be developed. I don’t know that
(authenticity) necessarily can be totally taught.” However, she further states what is consistent
with Ramezanzadeh et al. (2016a) findings in that “I think that there are probably ways that we
can help people learn who they are, and how that can translate to what that would look like in the
classroom to be an authentic person in the classroom.” Participant #6 bluntly stated his opinion
when asked if the concept of authenticity can be taught “yes, absolutely.” When I asked for
clarification as to why, he stated “They know what you’re saying is valid…You’re doing it
because you want them to be successful. And it’s something that can absolutely be taught.”
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When I asked him how, he again referred to teachers being aware of themselves as the key to the
workshop format working.
Johnson and Labelle (2017) stated that authenticity for teachers can be attained through
critical self-reflection, self-knowledge, and care for their students and subject matter. This is
consistent with findings in this study such as what Participant #11 shared in that “I think it would
be hard as a presenter…every teacher can be so different and what actually works for them…I
think it’s probably inside everybody somewhere.” She further indicated that through selfreflection that teachers could see how authenticity is something they possess. Participant #24
also reflected this idea in stating that teachers “have to be able to self-analyze and then want to
change or want to improve,” indicating that the process of self-reflection is crucial for teachers to
attain authenticity. Participant #15 stated that “I think it just takes a lot of self-recognition,”
bluntly mirroring Johnson and Labelle (2017)’s findings. Participant #19 shared as well that
authenticity for teachers can be workshopped through working on “like who you are, you have
your personality…that’s possible” but also was sure that the process should be individualized,
stating that “(n)othing that can be done is like a foolproof method for everyone.” That is true; the
overall impression gathered from participants is that yes, the concept of authenticity can be
workshopped or modeled but it must be an individual process. It also cannot be done as a one-off
meeting as Participant #7 explains “I don’t think anybody can like pull up a PowerPoint
presentation and try to teach me in like a 30-minute PD how to do it.” In summary, most
participants agreed that the concept of authenticity can be workshopped, modeled, or shared with
other teachers. Pertaining to how this can be done, there was not one concrete solution or type of
workshop that was dominant in how this could be done. However, most participants agreed that
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the element of self-reflection and self-understanding is essential for anyone attempting to
workshop or model authenticity for teachers.

Relationship of Qualitative Data to Quantitative Data
Out of a possible twenty-eight point maximum for each subscale, the average score of
each respective scale was vastly different. However, what seems to be consistent is the people
who were interviewed all had high to extremely high scores in Authentic Living subscale, with
the average score being 25.32 out of a possible 28. Certain participants who scored a 28 out of 28
were also those who revealed some of the strongest opinions to the questions I asked. For
example, Participant #1 said “this is my 36th year of teaching. I don’t teach like I did 30 years
ago,” and “You’re not teaching to a book, you’re teaching to the children,” such statements are
spoken with conviction that it is no surprise her Authentic Living subscale score was a 28 out of
28. She also answered as being in the 61-65 age range, further explaining how a significant
positive correlation was found between Authentic Living subscale scores and age of participants.
Further evidence of such strong statements lies in Participant #6’s responses. He was again
someone who scored a 28 out of 28 in the Authentic Living subscale and answered as being in the
66 or older age range. His strong statements pertaining to inauthenticity reveal his impatience for
people who are liars, arrogant, and narcissistic:
Participant #6: I have to go back to narcissism. Because if they won’t look you in the eye
when they’re talking to you, I don’t trust them. Because you know that person is not
empathizing with you and can’t feel what’s going through you. Those are people that are
inauthentic. It’s like my number one rule.
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Participant #17 is another participant that spoke with such conviction and strength. He also
scored a 28 out of 28 in the Authentic Living subscale and answered as being in the 46-50 age
range. His explicit story about his eighth-grade science teacher revealed his awareness of himself
and experiences he has lived that helped shape who he is today. He explains:
Participant #17: I think it goes back to in eighth grade, my eighth-grade science
teacher…I’ve never been a person that loves science. It’s not who I am. I’m an arts and
English kind of person. But I just remember like…admiring her because I felt that she
was real, she was sincere, she was compassionate. And she kind of knew me before I
knew myself. And I think she sensed that and so she provided me a safe space when I
needed it…She let me be me.
Not only did maximum scores of the Authentic Living subscale reveal these participants
as a group were highly authentic in their respective interviews, the average score of participants
in the Self-Alienation subscale was quite low. With a maximum of 28 points possible, the
average participant score in the interview group was only 6.44. As such, participants revealed
evidence that they do not feel unaware as to who they are or out of touch with themselves. This
was evident in talking to Participant #2, who scored a 4 in the Self-Alienation subscale. Scoring a
4 is the lowest possible subscale score for any of the three subscales. When asked about what she
thought helped guide her word choices in describing authenticity, she explained “They are true to
themselves…they use that in whatever kind of job they’re doing.” She further related this to
herself by explaining a story of some students she met in a classroom. She explained how she
and the students were discussing boyfriends, dating, and other issues that were referenced as not
being academic. She felt as though they were having a conversation about “life and life outside
of school, and we’re all human and dealing with the same things. And for her to see that and
connect that, I think she has a bond and trust with me now.” At the end of her story, she states
she was “very being authentically me. I think it’s a big deal and people underscore it a lot.”
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Further evidence explaining such a low average Self-Alienation subscale score is revealed with
Participant #20. She also scored a 4 in the Self-Alienation subscale. She explains how being
authentic is part of her teacher identity, stating that:
Participant #20: I try to be a role model, like I believe in something. I try to be fair with
the students, I try to be respectful of them because I expect that back. I think those are
really important things, to lead the way you want and treat them the way you want to be
treated.
Participant #21 also revealed evidence of why a low average score in the Self-Alienation scale
was found. She also scored a 4 for the Self-Alienation subscale. When explaining her thoughts on
teacher identity, she explains “you have to be humble in a way that you understand that you’re
not perfect and you’re gonna mess up probably every day.” She explains how teaching was not
her first career choice, stating:
Participant #21: I was going to be a chemist, and all of a sudden it turned my second year
at college and I turned away from that; no, not happening to me. Two teachers really
imprinted in my experience…they were committed because they took an interest in me,
because they notice when I was down or when I was sad or lost my will power.
She then explained further that she practices these principles in her own classroom as part of her
own teacher identity.
Lastly, the average score of the interview participants for Accepting External Influence
was 13.32. Due to purposive sampling for the interview portion of this study, eliminating many
older teachers who requested to be interviewed possibly skewed this average score to be a bit
higher than compared to the complete quantitative sample. However, evidence as to why a
negative correlation between Accepting External Influence subscale scores and age of the
participant is found within interviews of the older participants. Participant #1, who scored an 8 in
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the Accepting External Influence subscale discusses her relationship with administration at her
school. She explains:
Participant #1: When administration buy into what you do, now I have to admit here, they
don’t bother me. You know why? Because I don’t come with a problem. When I have the
problem, I come with a solution to the problem. And because I do that they listen. I don’t
want to complain like well, why are you not doing it…anytime I have a problem, I go
with my soul. And that, I think is a win-win for everybody.
Participant #17 scored a 5 in the Accepting External Influence subscale. He explains how being a
teacher is something that sometimes depends on student population, but overall “I was able to
garner justice, much respect, and admiration from those ninth grade at risk kinds as I am these
kids.” His current students however are at the AP level. He continues about having his own
authority in the classroom:
Participant #17: So to me, it has nothing to do with the kid per se, but if you clearly enjoy
what you’re doing, and you lay the groundwork and lay the ground rules, because I think
in the end, teenagers in particular, they want rules, they want structure, right? They want
expectations. And I think too many times, teachers are too loosey goosey with that. And
then that begins to open up for discipline problems…Sometimes you have to be the bad
guy and be okay being the bad guy.
Participant #7 is however unique in displaying opposite evidence from the older participants. She
scored a 25 out of a possible 28 in the Accepting External Influence subscale. She also identified
as being in the 21-25 age range, the youngest age range available on the survey. Evidence that
Participant #7 feels external influence often was revealed when she discussed her obstacles faced
in being authentic in the classroom. She explains:
Participant #7: I think the biggest thing that I’m seeing, especially lately, is worrying
about what’s going against your contract, what’s going against with what’s going on in
the world. Worrying about saying the right thing, making sure you’re appealing to
everybody and making sure you’re not offending anybody all make it hard in finding a
line between what you believe in and kind of keeping that outside of the classroom.

108

Her response is starkly different from that of Participant #’s 1 and 17 in that she states she
constantly worries about doing the right thing or not offending anyone in her classroom.
Participant #’s 1 and 17 however stated that they take ownership of their statements and students
into their own hands in their classrooms, whether it be with or without administration.

Implications for Practice
The implications of this study are relevant for high school teachers and professionals who
wish to learn more about what teachers in the high school setting think authenticity means. The
results of this study may be of help to anyone who wants to understand obstacles that prevent
teachers from being authentic in their classrooms. Additionally, how teachers feel about the
concept of authenticity being workshopped or modeled is revealed in this study. Many teachers
understand what it means to superficially be a “good teacher” as well as a “bad teacher” (Kreber
& Klampfleitner, 2013). Bialystok (2015) points out that an authentic teacher is usually an
authentic person who has an identity that is confirmed or expressed in some way through their
teaching. However, there can be counter examples and caveats to be aware of when attempting to
understand the link between authenticity and teaching. For example, there are instances where
teachers, though being authentic, have shared their own views on controversial topics. A
Canadian teacher in 1984 preached his opinions on the Holocaust denial and anti-Semitism to his
students (Bialystok, 2015). He may have felt that he needed to share these views, thus being his
authentic self in doing so. However, is it always in the best interest for someone to be so
authentic that it can be harmful to students? This question is up for debate often (Bialystok,
2015). Understanding that cases like this come far and few between, this does confirm how
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teachers can benefit from learning about authenticity in workshops (Bialystok, 2015). As
Bialystok (2015) states, “This is not a reason to abandon the notion of teacher authenticity, but it
should at least encourage us to take a more rigorous approach to it.” In other words, without
providing some type of convincing analysis of what authenticity ought to mean and therefore its
value to the educational community, the concept of authenticity simply remains elusive and
unresolved (Bialystok, 2015). Therefore, I propose that secondary teacher authenticity is the
concept that a teacher is aware of who they are through self-reflection and self-awareness and is
real to themselves as well as their students. Connecting the research on authenticity that
counselors and higher educational professionals use to build relationships with their respective
populations can certainly be used to help secondary education teachers in building relationships
with their students.
Through this study, some concrete claims were discovered through both quantitative and
qualitative analyses to help learn about the concept of teacher authenticity, specifically within
high school teachers. The implication that an older teacher will more often not accept external
influences and overall lead a more authentic life is notable. This could be used in helping
younger teachers learn what authenticity entails. Also, key words in helping define authenticity,
such as “real,” and words that authenticity is not, such as “fake,” help in forming the clearer idea
and possible future operational definition of secondary teacher authenticity. Therefore, it is
essential that teachers practice what they preach and are not behaving in a different way than
their own tried and true teaching style (Bialystok, 2015; Cranton & Carusetta, 2004). Further,
teachers should be authentic, so they are relatable and approachable for their students. The
teacher should feel comfortable enough to be themselves through self-reflection, self-
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understanding, and establishing professional transparency for their high school students. This in
turn will allow the teacher to use their natural abilities to be the truest version of themselves
possible for their high school students. Teachers can learn about how authenticity in teaching
works but the process of learning this does not entail a one-time workshop. Rather, suggestions
entail a series of meetings teachers attend to learn about themselves through self-reflection and
self-understanding, with teachers then putting their knowledge of themselves to use in their
classrooms. Forming such meetings and workshops for secondary educators can be created with
help from workshops that counselors and higher educational professionals use in explaining the
concept.

Limitations
This study focused on exploring the concept of teacher authenticity, specifically
secondary teachers in high school settings. Limitations of this study include the populations that
were chosen, my positionality of myself inside the school system in which this study was
conducted, and a global pandemic during the data collection of this study.
First, the population of teachers who were eligible for this study were in high schools less
than ten miles from one another. This could indicate that these teachers might share common
opinions on the topic of authenticity due to working in the same school district. Also, teachers
may know each other since the schools are again so close in location. They may have revealed
their own opinions prior to data collection to anyone who might have participated in the study.
Second, my own positionality within the school system I conducted my study is a
limitation because the results are possibly not generalizable to anyone other than the populations
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of these two high schools. I teach in one of the high schools that data was collected in, and the
other school is not far from my own school. I am familiar with teachers at both schools where
data was collected. Although the data was anonymous on the quantitative portion, the qualitative
portion was not. Many of the teachers I interviewed were ones who understood authenticity in
some capacity and were able to reflect and speak on the topic quite vividly and candidly. People
who requested to be interviewed could have done so because they were familiar with who would
be interviewing them. I also was aware of this being a topic of concern within my own school
due to talking with others at my school and listening to topics presented by administration at
faculty meetings, with authenticity and building relationships being a topic that was spoken
about often.
Finally, this study was conducted during the time when the entire planet was learning
how to overcome and heal from a pandemic. Pandemic fatigue and limitations on how teachers
connected to their students in the school year in which this study was conducted could have
possibly affected how participants responded to the request for their response to this research
study.

Suggestions for Future Research
This study adds to the limited research that currently exists on helping understand
authenticity from the perspective of secondary education teachers, specifically high school
teachers. Specific words such as “real” and “fake” were aligned with authenticity and
inauthenticity respectively, obstacles that teachers face in being authentic include administration
and rules that must be followed in the educational system, and most teachers felt that authenticity
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was a topic that other teachers could learn about through self-reflection and a clearer
understanding of themselves. Future research should include:
1. Using schools that are not similar in demographics and represent different populations is
suggested. This would aid in learning that all teachers, regardless of possible similarities
in demographics, feel the same way about authenticity and its respective uses in
secondary education.
2. Conduct a specific study about the methods teachers feel are best in helping other
teachers learn about authenticity. This would help in determining a popular and useful
type of learning method that could be used with all teachers in helping them learn about
authenticity and how it can prove positive for them in their classrooms.
3. When conducting a research study like this study, the person who interviews respective
teacher participants should not be someone who is known to participants. Though this
method was convenient for this research study, it did limit how generalizable results for
this study could possibly be.
4. Though the sample sizes for both quantitative and qualitative portions of this study were
sufficient, using a larger sample size for both types of data collection would be beneficial.
This would allow the results generated from future studies to be generalizable to more
populations other than the school district in which participants are selected from.
5. Although this study yielded important information regarding authenticity and helping in
form a possible operational definition it for teachers in secondary education, results
garnered from this study were obtained during a global pandemic. It is recommended that
research on authenticity be conducted when teachers are maybe not already feeling
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adversely overwhelmed due to abnormal conditions to their already stressful jobs.
6. Although this study found correlation with teacher age and the subscales Authentic Living
and Accepting External Influence, looking further into the type of contract a teacher holds
could yield some interesting information. Teachers who are on professional contracts,
which are no longer offered to teachers in Florida, do not have the fear of being fired or
let go as easily as those who are on annual contacts. This could reveal differences
between the two types of contracts teachers are on and their ability to be authentic.
7. Student participants in studies I reviewed were of college age in their respective
countries, but these studies were not done in the United States. The age of a college
student in those studies is roughly the same age as students in high schools in the United
States. This usually is between the ages of fifteen and eighteen. Future research should
attempt to gather data on specifically high school students in the United States and
compare those results to other countries where student participants are the same age
Despite these limitations, this research can be seen as a primary step towards integrating
a quantitative measure involving an authentic personality with qualitative responses from
teachers that to my knowledge have not been directly linked in research before.

Significance of the Study
The teachers who helped facilitate the results of this study helped reveal how high school
teachers view authenticity very similar to college professors. It was discovered that teachers who
are older in age tend to be more authentic in their lives and are less likely to accept external
influences as to how they live their lives. The teachers interviewed helped in providing specific
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words “real” and “fake” that relate to authenticity and inauthenticity respectively. Further,
teachers in this study were optimistic about authenticity being something that can be
workshopped or modeled for other teachers to show the positive effects that can be gleaned from
being authentic. Secondary teacher authenticity therefore is understood at the conclusion of this
study as someone who is real in front of their students and is not fake. Secondary teacher
authenticity can be modeled or workshopped for educators who want to learn how authenticity
can be used in their classrooms to produce positive results such as possibly stronger studentteacher relationships.
Teachers already have a lot on their schedules as far as learning what is best for their
teaching style and providing the best instruction for their students. For teachers to learn that what
possibly makes their job harder is their prior training or understanding of teacher personas could
come as a shock. Understanding that teachers in high school can benefit from being true to their
own identity, being “real” instead of being “fake,” is truly an underdeveloped research area for
high school teachers. Results from this study help in confirming that teachers in high school
settings can benefit from being more authentic with their students and in turn could yield positive
outcomes such as stronger student-teacher relationships. Too often teachers are told to withhold
information from their students about themselves. They are to instruct or speak only about topics
suggested to them. As more research is conducted in learning about authenticity of secondary
education teachers, primarily high school teachers, this could soon transform the role of a high
school teacher. Not only will teachers possibly benefit from more meaningful relationships with
their students, but it is possible that teachers may learn to enjoy their jobs more, which could
possibly lead to teachers staying in the field and in turn seeing teacher programs in colleges
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increase in size. By that time, the high school experience for both the teachers and students will
be forever changed.
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Page 1 of 1

EXPLANATION OF RESEARCH
Title of Project: What is Teacher Authenticity?
Principal Investigator: Robert John Hovel Jr.
Faculty Supervisor: Dr. Michele Gill
You are being invited to take part in a research study. Whether you take part is up to you; your
participation is completely voluntary.
The purpose of this study is to explore the topic of authenticity through teacher perceptions and
thus creating an operational definition of teacher authenticity for secondary education teachers. Through
this exploration, a better understanding of authenticity may yield future research about its significance in
the secondary education classroom. This new knowledge can further be used to possibly increase
student engagement and motivation and further create a stronger student-teacher relationship.
You will receive letters over a span of six weeks to help elicit a higher participation rate amongst
the group being asked to participate. These letters will be placed in the teacher’s school mailbox in paper
form. If you decide to participate, the survey will be accessible through a QR code/weblink that will be
contained inside the second letter out of five that you will receive.
Select participants will be asked for interviews after the initial survey period is over; these
individuals will be interviewed either through Zoom participation or through face-to-face interviews with all
safety measures pertaining to COVID-19 taken into consideration; the participant being interviewed will
be the one choosing the format of interview preferred.
Online surveys for participants will take approximately 10 to 15 minutes. Again, depending on if
chosen for an interview, select participants will be asked for interviews, which will last approximately 30
minutes. If you are selected to participate in an interview, a Starbucks Gift Card in the amount of $10
dollars will be provided as a thank you for taking the time out of your day for the interview.
For interview portions of this research, you may be audio recorded. If you do not wish to be
recorded, your answers will be written down verbatim. If you are recorded, the recording will be kept in a
safe, locked place. Audio recordings will be transcribed and kept for 5 years, per UCF policy. After this
time period audio recording will be erased or destroyed. Identifiable information, including your name, will
not be on record.
Identifiable information that will be collected includes your name, your position at school, your
number of years taught in a secondary education setting, your gender, and your age. Again, information
will be kept for 5 years, per UCF policy, and then erased or destroyed thereafter.
All data, including survey data, will be stored within Qualtrics until data is analyzed and
corresponding graphs and charts are made. Survey data will serve as an artifact in an audit trail for 5
years, per UCF policy.
You must be 18 years of age or older and be a classroom teacher employed at either Lyman High
School or Lake Brantley High School to take part in this research study.
*** This form serves as your informed consent, and an abbreviated version of this
information will appear as page one of the survey should you decide to participate.
Study contact for questions about the study or to report a problem: If you have questions, concerns,
or complaints please contact Robert Hovel, Doctoral Candidate, Curriculum and Instruction Ed.D, College
of Community Innovation and Education, at (407) 461-8268 or by email at robert_hovel@knights.ucf.edu,
or Dr. Michele Gill, Faculty Supervisor, College of Community Innovation and Education at (407) 8231771 or by email at Michele.Gill@ucf.edu.
IRB contact about your rights in this study or to report a complaint: If you have questions about your
rights as a research participant, or have concerns about the conduct of this study, please contact Institutional
Review Board (IRB), University of Central Florida, Office of Research, 12201 Research Parkway, Suite 501,
Orlando, FL 32826-3246 or by telephone at (407) 823-2901, or email irb@ucf.edu.
UCF HRP-254 Form v.5/1/2020
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March 11, 2021
Robert John Hovel Jr.
4000 Central Florida Blvd.
Orlando, FL 32816
Dear

:

Within the next ten days, you will receive a request in your teacher mailbox to fill out a brief survey for an important research
project being conducted by Robert John Hovel Jr. at the University of Central Florida concerning teacher authenticity.
Specifically, this survey, which will take 10-15 minutes of your time, is concerned with the traits and characteristics that encompass
what an authentic personality a teacher can possess, with scores reflecting the level of authenticity the teacher currently holds.
I am writing to you in advance because researchers have found that many people like to be informed before being contacted. The
study is important in that it will help us learn more in understanding authenticity in secondary educators and how scoring high on
this scale can correlate to various positive outcomes.
Thank you for your time and consideration. It is only with the generous help of people like you that our research can be successful.
Sincerely,
Robert John Hovel Jr.
Doctoral Candidate
P.S.

I will be enclosing a small token of appreciation with the survey information as a way of saying thanks.
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March 29, 2021
Robert John Hovel Jr.
4000 Central Florida Blvd.
Orlando, FL 32816
Dear

:

I am writing to ask your help in a study looking at the factors of authenticity concerning secondary teachers. This
study is part of an effort to learn how teachers who are more authentic inside their classrooms helps improve
the teacher-student relationship and student motivation.
It is my understanding that you enjoy your chosen profession of teaching. I am contacting a sample of secondary
education teachers such as you to participate in this study to learn about their levels of authenticity in the
classroom. Authenticity possibly correlates to stronger teacher-student relationships and keeping students
motivated in their learning endeavors throughout their high school experience. The sample of secondary
education teachers includes teachers employed at either Lake Brantley High School or Lyman High School.
Results from the survey, which will take approximately 10-15 minutes to complete, will be used to help the
University and researchers design ways to bring authenticity to more professional development exercises in your
district and other districts, with hopes that understanding authenticity levels of secondary education teachers
makes a big impact on students throughout their high school experience. In addition, select participants will be
asked for an interview, which will take place through Zoom or in person, and will be scheduled within a time
that works with the selected participant’s schedule.
Your answers are completely confidential and will be released only as summaries in which no individual’s answer
can be identified. When you complete your survey, providing you supply your name, your name will be deleted
from the participant list and never connected to your answers in any way. This survey is voluntary, and a further
explanation of the research document is also enclosed with this letter. However, you can help us very much by
taking a few minutes to share your experience and opinions on authenticity within your educational setting and
within yourself. If for some reason you prefer not to respond, then please let us know with a quick email
message.
I have enclosed a small token of appreciation as way of saying thanks for your help.
If you have any questions or comments about this study, then I would be happy to talk with you. Please me an
email message at robert_hovel@knights.ucf.edu, or you can write to me at address on the letterhead.
Sincerely,

Robert John Hovel Jr.
Doctoral Candidate
P.S. If by some chance I made a mistake and you are not a secondary education teacher, please send me an
email message at robert_hovel@knights.ucf.edu asking to be removed from the participant list. Again, many
thanks.
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April 5, 2021
Greetings!
Last week, a letter seeking your opinions and thoughts about authenticity within secondary educators was placed
in your mailbox.
If you have already responded to the online survey, please accept my sincere thanks. If not, please do so today.
I am especially grateful for your help because it is only by asking educators like you to share your thoughts and
opinions that I, along with many others, can understand how teachers view themselves through an authentic lens
in their classrooms.
If you did not receive a letter containing the information needed to access the questionnaire or if it was
misplaced, please send me an email message at robert_hovel@knights.ucf.edu and I will get another one to you
as soon as possible.

Robert John Hovel Jr.
Doctoral Candidate
University of Central Florida
College of Community Innovation and Education
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April 19, 2021
Robert John Hovel Jr.
4000 Central Florida Blvd.
Orlando, FL 32816
Dear

:

About three weeks ago, I sent a letter containing information for you to access a survey, which
would take approximately 10-15 minutes of your time, that asked about your opinions and thoughts
regarding authenticity of teachers. If you have already responded to the survey, please accept my
sincerest thanks! J
The comments of people who have already responded have communicated a wide variety of ways
in which authenticity influences their teaching and students in their classrooms. I think the results
are going to be very useful to helping shape the students in future classrooms to have authentic
teachers and better learning experiences.
I am writing again because of the importance that your responses to the survey have for helping to
get accurate results. Although I sent survey invitations to secondary teachers throughout this school,
it is only by hearing from nearly everyone in the sample that I can be sure that the results are truly
representative. If you need of replacement information, please contact me and I can provide you
with one promptly.
A few people have written to say that they should not have received the invite for this survey. If this
concern applies to you, please let me know through an email message so that I can delete your name
from my participant list.
Protecting the confidentiality of people’s answers is very important at the University of Central
Florida; please be aware that all data collected through this survey is protected and not to be shared
with anyone that is not directly involved in my research.
I hope that you will respond to the survey soon, but if for any reason you prefer not to answer it,
please let me know via email message as soon as possible. Thank you.
Sincerely,

Robert John Hovel Jr.
Doctoral Candidate
P.S. If you have questions, please feel free to contact me. My email address where I can be
reached is robert_hovel@knights.ucf.edu.
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May 3, 2021
Robert John Hovel Jr.
4000 Central Florida Blvd.
Orlando, FL 32816
Dear

:

During the last six weeks, I have placed several letters in your teacher mailbox about important
research I am conducting at the University of Central Florida. Once again, if you have completed the
survey, thank you very much; I sincerely appreciate it. If you are selected for an interview, you will
be contacted soon if you have not been contacted already. J
The purpose of my research is to help us here at UCF and for secondary educators in general to
understand the effects of authenticity in the classroom and how this possibly relates to student
motivation and the student-teacher relationship.
The study is drawing to a close and this is the last contact that will be made with the sample of
people whom I believe are secondary teachers inside this school. After May 10th, no more survey
responses will be accepted.
I am sending this final contact because of my concern that people who have not yet responded may
have had different experiences and opinions than those who have. Hearing from everyone in this
small sample helps assure that the survey results are as accurate as possible.
I also want to assure you that your response in this study is voluntary, and if you prefer not to
respond, that is fine. The survey will take approximately 10-15 minutes of your time. If you have not
taught secondary grade levels or have not taught in Seminole County Public Schools and you feel
that I have made a mistake including you in this study, please let me know through an email
message; my email address is robert_hovel@knights.ucf.edu. This would be very helpful.
Finally, I appreciate your willingness to consider my request as I conclude this effort to better
understand authenticity levels in secondary educators and how they could relate to student
motivation and learning more about the student-teacher relationships formed. Thank you very
much.
Sincerely,

Robert John Hovel Jr.
Doctoral Candidate, University of Central Florida
Licensed Mental Health Counselor, License #MH17710
AP® Psychology Instructor, Seminole County Public Schools
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The Teacher Authenticity Survey

Teacher Authenticity Survey
As adapted from Wood, Linley, Maltby, Baliousis, & Joseph, 2008.

Robert John Hovel Jr.
Instructions: Please evaluate each of the following statements with a
number between 1 and 7, with a 1 representing “does not describe me at
all” and a 7 being “describes me very well”. Write your response on the
line provided next to the corresponding statement.
START HERE
1. I think it is better to be yourself than to be popular.
______________
2. I don’t know how I really feel inside.
______________
3. I am strongly influenced by the opinions of others.
______________
4. I usually do what other people tell me to do.
______________
5. I always feel I need to do what others expect me to do.
______________
6. Other people influence me greatly.
______________
7. I feel as if I don’t know myself very well.
______________
8. I always stand by what I believe in.
______________
9. I am true to myself in most situations.
______________
10. I feel out of touch with the “real me”.
______________
11. I live in accordance with my values and beliefs.
______________
12. I feel alienated from myself.
______________
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Instructions: Please fill in the answers to questions below on
the line provided.
13.

How many years have you taught in a secondary
setting?

14.

What ethnicity or racial background do you
identify with most?

15.

What gender do you identify with?

16.

What is your age in years?

_____________________

** Thank you for your time in completing this questionnaire.**
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The Teacher Interview
Purpose: To understand how teachers view authenticity, to help operationalize the term authenticity, and link related words.
Data
Icebreaker and background information

Main question
Please tell me about your experiences as an
educator/teacher.

Organizational context

Please tell me about the school or educational
organization in which you currently work.

Authenticity

When you think of the word “Authenticity”, what are
some of the first words that come to mind? (Maybe
have them write them down first and then share)
When choosing the words you chose for what
authenticity is, why do you think you chose those
words?
Some say that being authentic is part of a teacher’s
identity; what do you think encompasses a teacher’s
identity?
What are the obstacles to being authentic in the
classroom?

Why is that related to Authenticity

Teacher Identity

Obstacles to being authentic in the
classroom.
Member-check

Paraphrase the key data and inferences
1. Main problem
2. Potential causes
3. Solutions that have been tried
4. Other things learned
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Prompts & elicitations
Years of Experience
Different schools? Same school?
Professional roles/titles
Training and education acquired
Level or grade levels
How big? Size - # faculty, staff, students
What states?
Are there any words that do not relate to
authenticity in your opinion?
Did anything influence you as to why you
chose those words?
What does it mean to be inauthentic?
What parts of a teacher’s identity are most
important to you?
Why do you see this as an obstacle?
Is this an obstacle exclusive to you or do
you think other teachers experience this?
Thank them for their help!!
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